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ABSTRACT
As Singapore is a rapidly expanding technological society, there is a strong
need for emergent thinkers or innovators due to global competition. Therefore, the
identification of exceptionally able children is critical for the continued growth of
Singapore. Singapore is a very small nation and relies strongly on human resources
for its progress and prosperity. Hence, early identification of exceptionally able
children will be an advantage to the nation. Education of gifted and talented children
is just as important as the education of children with disabilities or developmental
delay.

In addition, there is growing concern among many Singaporeans that the
current education system is very stressful. The Prime Minister, Goh Chok Tong was
reported as saying that some gifted children felt that they had under-performed at
school, disappointed their parents and were thinking of committing suicide. He also
added that some parents had very high expectations for these children.
The objective of this study was to investigate the current Gifted Education
Program (GEP) provided in Singapore for young gifted children. This study
examined the perceptions and beliefs of the policy maker, teachers and primary 4
gifted children of the current Gifted Education Program in Singapore. It is important
to investigate how these young gifted childretJ feel about their classes and if the
program makes any difference or indeed creates more stress for them.
The overall design used in conducting this study was descriptive qualitative
case study methodology. Triangulation was used in this study by obtaining the
perspectives of the policy maker, teachers and students. Infomiation was aJso
collected in many ways, using semi-structured interviews with guiding interview
schedules, document reviews, audio recording and other supplementary techniques.
A case study approach was used to describe the cO.ildren's experiences and their
perceptions, using their own words and drawings.
The major findings of the study are as follows:
1.

The Ministry of Education (MOE) has no involvement in early identification
and provision for gifted children below the age of Primary 3 nor in training

ii

early childhood professionals or mainstream teachers to identify or provide
for children below the Primary 3 level.
ii.

The National University of Singapore, the Association for Gifted Children,

Mensa and the Morris Allen Study Centres are some of the organisations in
Singapore that do provide some form of assistance such as counselling,
advice, IQ tests or enrichment cla'ises to parents and their gifted children who
are too young to sit the Primary 3 Screening Tests.
m.

The current GEP caters for the needs of young gifted children who express

very positive feelings towards their GEP teachers and the program, in
comparison to their former mainstream teachers and the education they
received previously.
iv.

However, certain areas of concern were reported by the young gifted students
in relation to the current GEP, such as having to sit for the same exam as the
other mainstream students; having too much set homework; and finding the
study of Chinese too time consuming and difficult.

v.

To ensure that the GEP teachers are capable of accommodating and achieving
the GEP's goals and objectives the MOE has a strict selection procedure for
recruiting teachers into their program. The selected teachers are regularly
observed teaching gifted children in their classrooms so as to monitor the
effectiveness of their teaching strategies; questioning and responses skills to
students' questions; tolerance of gifted children's curiosity; and patience with
gifted children.

vi.

On the whole, the GEP teachers perceive their roles to be facilitators;
advocates of lifelong learning~ resource gatherers; providers of an enriched
differentiated curriculum; observers: counsellors; enthusiastic, animated and
passionate teachers of young gifted children; and promoters of socialisation
among the gifted children.

vii.

The perceptions of the GEP teachers of their roles are congruent with those of
the MOE in Singapore, the policy maker and the young gifted children
reported in this study and the literature.

iii

Recommendations for policy makers and parents of gifted children arising
from the findings of this study are:

i.

using a combination of methods to identify potentially gifted children who are

too young to sit for the Screening Tests;

ii.

providing more programs and resources and educating parents of young gifted
children how to observe and detect early signs of depression;

iii.

investigating factors of the current stressful education system which give rise
to young children consulting the psychiatrists or committing suicide;

iv.

including parents, early childhood and mainstream teachers in the gifted
education seminars and conferences organised by the Gifted Education
Branch of MOE;

v.

training mainstream teachers in gifted education and the various issues related
to it;

vi.

implementing a separate exam for young gifted children; and

vii.

providing more independent projects in individual areas of interest for gifted
students.

It is important to note that the experiences received by gifted children at

school, home and in society, have an important effect on their cognitive, emotional
and psychological development. The policy maker's and teachers' views, attitudes

and behaviour play an important role in the provision of an effective Gifted
Education Program in Singapore. However, the inclusion and cooperation of the
parents and the mainstream teachers in identifying and catering for young gifted
children is necessary to prevent the loss of any potentially gifted students.
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CHAPTER ONE.
INTRODUCTION
"Every gift contains a danger. Whatever gift we have we are compelled to
express. And if the expression of that gift is blocked, distorted, or merely allowed to
languish, then the gift turns against us, and we suffer" (Johnson, 1993, p. IS).
The first four years of a child's life are the most critical for human
development. The personality that the child establishes and the type of learning
opportunities accessible will either aid or inhibit the development of inherited
intellectual capacity. Parents and educators have the choice of either planning to
provide the most nourishing environment that is possible within their present
knowledge, or allowing this important interaction to take place by chance. No matter
how they decide to approach these formative years, interaction will still occur and
intelligence will still develop. However, whether that development leads to
actualisation or the loss of human potential depends on them (Clark, 1997). If infants
do not receive proper stimulation during the early years of their lives, their brains will
not develop properly, and they will not realise their potential if they are not
stimulated throughout infancy, preschool and early elementary education. The ages of
3, 4 and 5 are critical periods and gifted children will lose their giftedness if they are
not challenged and nurtured by their families and/or schools to develop their brains to
their maximum ability (Maurice Fisher, cited in Ziemann, 1999).

In Singapore, the Gifted Education Program caters for intellectually gifted
pupils from primary 4 to secondary 4. This appears to be the common situation in
many countries, for "most public schools that have gifted programs don't start with
students until around 4'' grade, which is past this critical period" (Ziemann, 1999,
p.2). It is important that the curriculum for all preschool children is rich in variety
and stimulating in process. Such variety and stimulation are even more essential for
the children who are developing faster and who are showing higher levels of
intelligence (Clark, 1997).
When parents or other early childhood professionals begin to notice any
exceptional ability or rapid development, they should seek the advice of

t1:J

professionals. Children may start to show abilities ahead of their same-age playmates.
1

For example, if a 3-year-old presents abilities typical of a 4- or 4 !, -year-old, or a
child of 4 presents abilities typical of 5- or 6-year-olds, they might be considered
1

1

gifted in those areas of ability because they are showing abilities that add 1, to !, of
their actual age (Robinson, cited in Clark, 1997).
Since the Gifted Education Program in Singapore, "is not offered before
primary 4 in any government or government-aided school in Singapore," (Gifted
Education Branch, 200la, para. 3), this would me"n that children who are below the
age of ten would not be included in the Gifted Education Program. Hence, what
happens to children who possess unique abilities before the age of ten? What forms
of provision are given to the very young gifted children? It is not too young to test
even a four-year-old child by a qualified examiner who is experienced with gifted
children. This is essential because gifted children need to be given early exposure to
games and activities that are designed for older children so that their minds are
developmentally advanced (Rogers & Silverman, n.d.).
Jee (2001) states in a recent Straits Times article, that Singapore's education
system is frequently being criticised. Essentially, the research indicates that
Singapore's education system is being criticised by many parents and that more and
more children in Singapore are undergoing stress. Jee (2001, p. I) asks, "what is
causing the unhealthy stress suffered by our children?" Thus, it is important to
investigate how young gifted children in primary 4 feel about their classes.

1.1 The Background to the Study

In his National Day Message 2000, the Prime Minister of Singapore stated
that, "every Singaporean is now competing against the rest of the world. Not just
bankers and airline employees, but also nurses, retailers, and factory operators. This
is the reality of globalisation" (Singapore Government Media Release, 2000, para. 3).
It is essential to note that due to global competition, there is a strong need for
divergent thinkers or innovators within a rapidly expanding technological society.
Hence, identification of exceptionally able and talented children is crucial for the

2

continued growth of Singapore. As emphasised by the Prime Minister of Singapore
(cited in Singapore Government Media Release, 2000):

The key to Singapore's continued growth is talent. We must get the
best people for the most crucial jobs, to run our companies and the
government. We need people, Singaporeans and foreigners, who have
fresh perspectives and insights and the enterprise and drive. They can
anticipate and solve problems, and create opportunities for us. And
they will need good supporting teams to succeed (para. 8).

As Singapore is a very small nation and has a strong reliance on human
resources for its progress and prosperity, it is to the advantage of the nation that
exceptionally able children be identified early and nurtured. All children have the
right to an education that will enable them to perform and accomplish maximum

educational outcomes.
It is often assumed by many that since gifted children are exceptionally

intelligent and creative, they do not require special attention or care. Many believe
that these children have no major challenges in learning and development. However,
this is not true as these exceptionally able children have special needs and may
experience problems such as emotional coping, peer pressure, parental
protectiveness, as well as social and academic needs (George, 1992). Sometimes
teachers are not aware of the impact of their perceptions and expectations on these
exceptionally able children. Often a suitable atmosphere or environment is not
provided at school or at home for these children due to the lack of knowledge of the
needs of these exceptionally able children. Parents and teachers should have the

willingness to encourage students whenever their performance or attitude shifts (even
slightly) in a positive direction, for it is the key to eventual success (Sturt, 1999).

It is essential that these children be given proper attention and that their

abilities and talents be appreciated and recognised by society, since they are society's
prime assets. It is important also to ensure that, "children are not disadvantaged on
the basis of gender, race, culture or socio-economic background; physical or sensory
disability; geographic isolation or profound giftedness" (Education Department of
Western Australia, 1997, p. I).

3

Prime Minister Goh Chok Tong in his National Day Message 2000 (cited in
Singapore Government Media Release, 2000) urged Singaporeans to compete on
larger markets. He pointed out that:

Singapore cannot just rely on Southeast Asia as our hinterland. Our
neighbours too want to do what we arc doing. They too aspire to
become regional hubs for shipping, aviation, banking and IT. We must

cast our net wider. We need to draw business from a bigger region,
including India, China, Australia and New Zealand. And we must
increase our links with the US, Europe and Japan (para. 2).
In order for Singapore to progress further, it has to recognise the various

emotional and intellectual needs of exceptionally able children. Very often when a

child is identified as being gifted, he or she is not provided with sufficient
information about what being gifted really means. Parents are often not informed
sufficiently about how they can best provide for their exceptionally able children.
In 1981, the late DrTay Eng Soon, then Minister of State for Education, led a

mission to study the Gifted Education Programs in other countries. According to the
Gifted Education Branch (200 I b, para. I), this mission "strengthened the belief that
there was a compelling need to start a program for gifted children in Singapore."

According to Catherine Lim, a Singaporean writer and social analyst,
Singapore's culture is changing rapidly due to globalisation and the spread of
cosmopolitan ideas through Internet. Indeed, not only are the effects of globalisation
being felt strongly in Singapore but they are also impacting on Singapore's culture
(cited in Richardson, 1999).

Therefore, an investigation of the attitudes, feelings and provisions for
exceptionally able children in Singapore is necessary in order to identify to what
extent gifted and talented children's needs are being fulfilled and how appropriate the
current programs are.

1.2 The Significance of the Study

As recently published in the Straits Times, there is an increasing number of
children in Singapore who are getting help from psychiatrists. Between 1990 and
1998, the number of young psychiatric patients multiplied 3 ;>times. The

4

psychiatrists have warned that this trend will continue if the children's "pressurecooker environment" does not change. The latest figures reveal that in 1998, twenty
thousand children sought help in comparison with just five thousand six hundred in
1990. In addition to this, in 1998, of the two thousand three hundred and thirty-eight

new cases seen at the Institute of Health's Child Psychiatric Clinic, half were in
primary school and fifteen per cent were children of pre-primary age. The remaining
thirty-flve per cent were secondary-school students (Ting, 2001).

Another concern for many Singaporeans springs from a report published in
the Straits Times and titled, 'Girl jumps to death over PSLE results' quoted by Yeo
(200 I). Yeo points out that much has been said about the national bias towards

achievement and the search for excellence. However, more has to be done regarding
its increasing social and ?Sychological cost to people. The Ministry of Education

(MOE) might hav~ to initiate new directions. Some possible areas of action

suggested are to provide more personal attention to students; to organise support
groups for parents; and to enhance the coping resources of parents. Yeo also cautions
that time should be considered as an essential, non-negotiable ingredient for both

teachers and students to increase contact. However, feedback from teachers often
indicates that they are so stressed by the demands of work, that they have little time

and energy to contact parents. Yeo mentions that, based on work with parents who
have lost children through suicide or whose children have attempted suicide, it has
been discovered that these children often experience anxiety and insecurity in their
relationships with their parents with regard to their education. Hence, as Yeo states, it
is essential that parents get involved.
According to Fleith (1998) bright youngsters who are emotionally stressed

have been receiving considerable attention as a population who may be vulnerable to
suicide. Anxiety and stress can be provoked by any possible signs of failure and

excessive concern about errors and high parental and societal expectations can also
result in impotence, depression and absence of self-worth (Delisle, cited in Fleith,
1998).

In the last decade, developed and less-developed countries throughout the
world have sought to nurture the talented. However, even though much emphasis has
been placed on the development of cognitive abilities of gifted youngsters, little
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attention has been paid to their social and emotional development (Passow & Schiff,

cited in Fleith, 1998). Hence, it is important to investigate current provisions for
young gifted children in Singapore in order to assist policy makers, teachers and
parents to better understand young gifted children's social and emotional
development.

As recently published in the Straits Times, a survey was conducted to make a
comparison of the stress levels of Singaporean students with that of American and
Japanese students in Singapore. The finding revealed that American children
appeared to have the healthiest attitude towards school, and despite an equally heavy

workload, Japanese children were not as stressed as Singaporean children. When the
children were asked what their greatest fear was, one in two Singaporean children
cited failing their examinations and not scoring high marks. Ninety percent of the
Japanese children cited losing their parents, while eighty percent of American

children said losing their friends was their greatest fear. Following this, there was a
call from many parents for the Singaporean Government to do away with streaming
in schools and to relax the second-language requirement. A parent put it starkly,

"How many suicides, attempted suicides and mental breakdowns must there be
among our children before the authorities will reconsider?" The parent further added
that the family would leave Singapore as the children reached school age rather than
risk their well being. Other parents placed the blame on a rigid school system that
over-emphasised academic achievement (Davie, 2001). It is important therefore, that

parents and educators work together, in order to achieve healthy emotional, as well as
intellectual growth, of the gifted child.
However, in order for these children to fully benefit from this combined
effort, it is important that parents and schools share similar goals. Indeed, it is

essential that there be congruence of expectations so that children are given
appropriate guidance, to maximise their chances of fulfilling their potential (Webb,
1999).
The results of the study reported here will increase the understanding of
Policy Makers in Gifted Education of teachers' and children's perceptions of the
Gifted Education Program. It will also assist parents of Gifted children to better
understand the current Gifted Education Program in Singapore. Implications for
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future practice will also be drawn from the attitudes of the young Gifted children
towards pull-out from regular programs, as well as their perception; of whether or
not their needs are being met. Finally, this study will clearly articulate the current
roles of Policy Maker and teachers in the Gifted Education Program in Singapore

1.3 The Purpose of the Study
I.

To investigate current provision for Gifted and talented children in Singapore.

2.

To investigate the roles of the Policy Maker and teachers of Gifted Education
in Singapore.

3.

To investigate the attitudes, values and perceptions of teachers and gifted

children towards the Gifted Education Program in Singapore.

1.4 Research Questions
I.

What provision is made for young Gifted children in Singapore?

2.

What are the roles of the Policy Maker and teachers of Gifted Education in
Singapore?

3.

What are the attitudes and opinions of teachers and children of current Gifted

Education provision in Singapore?

1.5 Definitions of Terms or Operational Definitions
I.

MOE- The Ministry of Education in Singapore.

2.

GEP - Gifted Education Branch.

3.

Young gifted children -children who are between 0 and 10 years of age and
are deemed to be of exceptional ability.

4.

Primary I to 4- are the four years of primary school starting from the age of
seven and which are regarded as the foundation years (Appendix 1- The
Education System).
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5.

Primary 3 screening test-the selection of pupils to join the GEP at Primary 4
is based on performance in this test (Appendix 12- The student's path
through the GEP).

6.

Primary 5 to 6 Mare the two years of odentation stage starting from the az,~ of
II (Appendix 1- The Education System).

7.

PSLE- The Primary School Leaving Examination is a national examination
held at the end of Primary 6.

8.

Independent schools - enjoy autonomy in setting their own scale of fees, in
the admission of pupils, in the selection and appointment of teachers and

principals as well as in curriculum matters. They conform to national
education policies.
9.

Autonomous schools -are either government or government aided schools.

They are given additional funds and more leeway to execute their mission of

providing quality education. They too. conform to national education policies.
10.

The Special Assistance Plan (SAP) schools - are established to maintain high
standards in both English and Chinese, whilst preserving the traditional ethos
existing in the schools.

I I.

Secondary I - 4 are the four years of secondary education suilling from the
age of 13.

12.

Gifted children -children who are outstanding in general or specific ability in
a broad or narrow field.

13.

Achievement- accomplishment or perfonnance; the realisation of potential.

14.

Peer group- people with whom one feels equal. It can also refer to students

who are from the same classroom.
15.

Perfectionism- the desire to execute tasks flawlessly.

16.

Pull-out- a special education program that takes exceptionally able children
out of the regular class for a limited time.

17.

Enrichment - a deeper coverage of content often provided for gifted students.
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18.

Acceleration- a quicker presentation of content to more closely match the
speed at which gifted students learn.

19.

Gifted programs- provide special academic and social opportunities in an
attempt to meet the needs of gifted students.

20.

Underachiever~

a gifted student who is defined as having superior

intelligence, but is working below grade level. Some underachievers may

withdraw and others may become disruptive.
21.

Levels of giftedness refers to the following labels that are generally accepted

based on IQ measurements:
•

Bright - 115 and above

•

Gifted - 130 and above

•

Highly gifted - 145 and above

•

Exceptionally gifted-160 and above

•

Profoundly gifted- 175 and above

1.6Summary

This chapter presented the background to this case study of the Policy
Maker's, Primary 4 gifted students' and their teachers' attitudes and opinions ofthe

current GEP in Sin3ap0!'e. It illustrated the importance of conducting this study by
examining some pertinent issues in Singapore and the media coverage given to the
stressful education system in Singapore. Tho purpose of conducting this study and the
research questions that provided the focus for this study were also presented. The

main objective of this study, which was to investig&te the r" rent GEP in Singapore
for young gifted children, was highlighted. Finally, the key terms and their definitions

used in this study were outlined. This research study is significant as it investigates
the attitudes and opinions of young gifted children and provides a foundation for
future research to be conducted in the field of gifted education in Singapore. The

following chapter will examine and review the literature on gifted education related
to this study.
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CHAPTER TWO.
REVIEW OF THE LITERATURE
2.1 Definitions of Giftedness

A review of the literature on gifted education reveals that there is a lack of
consensus on what giftedness means. Numerous definitions are given of giftedness
and many are ambiguous. Moreover, the interpretation of giftedness has changed
over the years from a narrow concept of giftedness as simply a high I.Q score.
As mentioned by Parke (1989, p. 7), over the years, "the meaning of the term
gifted has changed from a single-dimensional (high IQ) definition to one in which
multiple abilities and intelligences are recognised."
According to Clark (1997):
giftedness is a biologically rootr:d concept that serves as a label for a
high level of intelligence and 'indicates an advanced and accelerated
development of functions within the brain. Such development may
express itself in high levels of cognitive, affective, physical sensing,
and/or intuitive abilities, such as academic aptitude, insight and
innovation, creative behaviour, leadership, personal and/or
interpersonal skill, or visual and performing arts (p. 26).
As indicated by Roedell, Jackson & Robinson (1980):
the definition of giftedness in children has been broadened. According
to the U.S. Commissioner of Education (1972) it is recommended that
gifted children be identified not only by measures of intellectual
ability and scholastic aptitude, but also by indices of creativity,
leadership, talent in the visual and performing arts, and psychomotor
ability (p. 2).
According to Clark (1997):
the term "gifted and talented" when used in respect to students,
children or youth means students, children or youth who give evidence
of high performance capability in areas such as intellectual, creative,
artistic, or leadership capacity, or in specific academic fields, and who
require services or activities not ordinarily provided by the school in
order to fully develop such capabilities (p. 27).

tO

Martin ( 1989) states that there are currently two definitions of the gifted and
talented. The more popular definition is that of the United States Office of Education:
T~.e

term gifted and talented means children, and where applicable,
youth, who are identified at the pre-school, elementary or secondary
school level as possessing demonstrated or potential abilities that give

evidence of high performance responsibilities in areas such as
intellectual, creative, specific academic or leadership ability, or in the
perfonning or visual arts and who by reason thereof, require services
or activities not ordinarily provided by the school (p. 26).
The other frequently used definition is Cr. Jr '•Ph Renzulli's (cited in
Martin, 1989, p.26) "three ring" definition:

Giftedness consists of an interaction among three basic clusters of
human traits-above-average general abilities, high levels of task
commitment and high levels of creativity. Gifted and talented children
are those processing or capable of developing this composite set of
traits and applying them to any potentially valuable area of human
performance. Children who manifest or are capable of developing an
interaction among these three clusters require a wide variety of
educational opportunities and services that are not ordinarily provided
through regular instructional programs.

Figure 1. Renzulli's (1968) three ring model

Either definition is a move beyond the concept that giftedness is a high l.Q.
score. Both definitions emphasise the need for "experiences" not ordinarily provided
by the schools. Both stress achievement or the potential to achieve.
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The important fact here is that gifted children require educational

opportunities beyond the curriculum and instructional practices of regular education.
According to Gowan ( 1979), even though:

intelligence had been recognised since the time of the Romans a'i the
first aspect of personality, no one up to the 20111 century had been able
to solve the puzzh! of measuring it. It wa'i the genius Alfred Binet, a
French psychologist. who perceived that developmental ta'iks were the
answer which could crack the problem (p. 7).
The history of gifted education is described by Davis & Rimm ( 1998, p. 6) as,
"Galton was the grandfather of the gifted-child movement, Binet the midwife,
Terman the father, and Columbia University's Leta Hollingworth the nurturant

mother.''
The team of members in the newly set up Gifted Education Unit in 1983 in

their search for an operational definition for the GEP in Singapore, realised that there
was no universal consensus on the concept of giftedness as mentioned earlier in this

chapter. They noticed that sornP. concepts were broad while others were limited to
test scores (Thaver, 1995).
The Ministry of Education in Singapore is committed to make certain that the

potential of each child is recognised, nurtured and developed. It aims to provide an
education that is of high quality and relevance and that stimulates the individual
growth of each child. It hopes to help the children realise their full potential (Gifted
Education Branch, 200lc). Hence, the team of members in the Gifted Education Unit
agreed, after some time, to adopt the definition provided by the United States Office
of Education (USOE) (Thaver, 1995).
According to the Ministry of Education (1999, p. 3 ), the term gifted is defined

as ua broad tenn used to include many kinds of strengths, aspirations and needs. The
broad areas in which giftedness can be shown are intellectual ability, leadership
ability, talent in art and music, and psychomotor ability."
The team of members in the Gifted Education Unit developed a checklist of
characteristics of the gifted child based on research compiled by Dr Joseph Renzulli.
The checklist is especially helpful to teachers in identifying the high-achieving child,
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the hidden able child and the high-achieving child with behaviour problems
(Appendix 2 - Checklist of Characteristics of the Gifted Child).

In summary, the Ministry of Education (1999) recognises that an
intellectually able child cannot be merely defined by a list of characteristics and that a
child is not likely to have all the characteristics listed in the 'Checklist of
Characteristics of the Gifted Child' (Appendix 2), nor will a particular characteristic
be evident at all times. However,the GEP recognises that a child displaying a vast

number of these characteristics could well have exceptional intellectual potential.

2.2 Identification

2.2.1 Reasons for Identification

Literature around the world emphasises that early identification is essential
and that failure to do so can create a lot of problems in the long run such as

underachievement, stress and boredom.
As mentioned by Winner (1996):
numerous studies confinn a sad finding: The most intellectually gifted
students in the United States typically have little good to say about
their schooling; they tend to be highly critical of their teachers, who
they feel know less than they do, and they are often underachievers
(p.l}.

The best ·case scenario is when a student is recognised by the teacher as
gifted, but being unable to teach at this level, they allow the child to learn

independently. The worst-case scenario is when there is a failure to recognise a child

as gifted and the teacher classifies the child as unmotivated or even hostile (Winner,
1996).
It is essential that when children present advanced abilities and strengths
during the early childhood years, they be provided with a curriculum that best suits or

matches their abilities, so that their potential can be maximised. From a very early
stage onwards in a child's life, the potential for giftedness, or high levels of
intellectual development begins. This development depends largely on a rich and

appropriate interaction between the child's genetic endowment and the environment
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in which the child grows. As Clark (1997, p.92) adds, "no child is born gifted, only
with the potential for giftedness." Although all children have amazing potential, it is
only those children who are fortunate enough to have opportunities to develop their

uniqueness in an environment that responds to their particular patterns and needs
who will be able to essentially achieve abilities that are of high levels (Clark, 1997).
As Davis & Rimm ( 1998, p.53), point out, "for underachieving students, their

loss of talent development is a personal crisis for them and a lost natural resource for
humankind." Some parents might not acknowledge that their child is gifted. As
mentioned by Porter (1998):
parents either mistakenly think that gifted children are not emotionally
balanced and so don't want to acknowledge the talent that is right in
front of them, or they keep it a secret because they don't want to be
seen to be a pushy parent (p. 7).
Early childhood professionals need to look out for very young children who
are able to read early or who present other well-developed abilities. These children
need to be encouraged, challenged and stimulated beyond the normal curriculum. As
mentioned by Education Department of Western Australia (1997), it is during these:
early critical years that dispositions towards learning and feelings
about areas of learning are fanned and the foundations for future
academic success are established. Failure to foster productive
dispositions, including habits and attitudes and to develop a love of
learning can contribute to subsequent under-achievement (p. 3).

Some gifted children commence school when they are around the age of five
just like most other children. This is usually when the problem begins, for by
definition, giftedness is "out-of step" development. That is, intellectual, emotional
and physical development occur at dissimilar rates such as higher, f•ster growth

which is out of synchronisation with the nann. Hence a five-year-old child may read
at a ten-year-old level and understand math at a seven-year-old level. At the same
time, he could be socially adept at a four-year-old level (Ziemann, 1999). Gallagher,
Harradine & Coleman (1997), in their study of eight hundred and seventy-one
academically gifted students from nine districts in North Carolina, found that most
gifted children reported that the school curriculum was extremely boring.
Early identification creates an opportunity for the school to create and
develop suitable, extensive and challenging long-term programs for gifted children.
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Most importantly, gifted children's advanced development usually re;ults in social

isolation and emotional sensitivity. Early intervention can create a difference in an
educational life course that may be headed for underachievement according to
Feiring, Louis, Ukeje, Lewis & Leong (1997). This is particularly the case for

children from disadvantaged environments.
It is essential to identify a gifted child early because gifted children realise
that they are riifferent from an early age. Unless they understand why they are
different, they can think there is something wrong with them (Porter, 1998). In order
for gifted children to be able to adjust themselves socially and emotionally, as well as
achieve to their fullest potential, their needs have to be met. Gifted students need

intellectual challenge. Boring, repetitive, busy-work is very stressful for children who
prefer thinking and reasoning activities. Boredom can lead to anger and resentment.
Setting personal goals for achievement and success that significantly exceed those of
parents or school can also cause stress to these children (Kaplan, 1990).
According toTing (2001), more and more Singaporean children are
undergoing stress and seeking help from psychiatrists at a very young age. Several

factors have been outlined as possible causes for this situation. They are:
•

a lack of a stable parental marriage and a secure family environment;

•

an increase in the divorce rate from 3,772 in 1994 to 5,651 in 1998;

•

Singapore's competitive environment;

•

the school system being very result-oriented; and

•

anxious parents pushing their children to succeed, sometimes even beyond
their means.
A recent Straits Times publication reported that in a survey of primary pupils,

every third child who was surveyed thought that life was not worth living. It also
reported that three primary pupils had committed suicide by jumping off high rise
flats. As more and more parents work very hard to pay off their housing and car
loans, they have very little time to devote to their children who, in order lo be

successful, have to contend with an overlywcompetitive education system. In the
report, Singaporeans were urged not to leave everything to the Government, but
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instead to start speaking up more in order to help shape the future of Singapore's
children (Kit, 2001).
In a face to face session with Prime Minister Goh Chok Tong, several

questions were raised in relation to the stressful education system in Singapore. In
response to the question, "in a recent survey of Primary 4 to 6 pupils, The Sunday

Times found that one in three had, at least once in their lives, thought life was not
worth living. Do you agree that the education system is taking a toll on students,
especially the average children?" Prime Minister Goh Chok Tong responded by
saying that, "no, I think average children are doing all right. It's the gifted children
who think they have under-performed and they have let down their parents, who are
disappointed, who think of committing suicide once in a while." He further added
that, "it's the children with ability whom parents expect to score very high marks"
(Ng, 2001, para. 13- 14).
Hence, not only is it important to identify gifted children, but it is also

important to identify them early. As there are more and more young Singaporean
children who are undergoing stress and with gifted children most likely to think of
suicide, this study will help Policy Makers, teachers and parents of gifted children to
gain a better picture of how a group of young gifted children in the Primary 4 gifted

program feel about their current education system. Given the research emphasis on
early identification and the provision of an appropriate environment and program at
an early age, it is important to ascertain how young Singaporean gifted children
coped before they were identified as gifted through the Primary 3 Screening test. Is
primary 3 too late to identify the gifted? How do teachers identify young gifted
children? This study has attempted to find answers to these important questions.

2.3 Current Directions in Early Identification of Gifted Children

Insufficient attention has been given to young gifted children in Singapore in

the past. They have not received the same attention from educators, policy-makers, or
researchers as older exceptionally able children. There are still many educators who
emphasise the importance of socialisation and avoid anything that might appear to

pressure young children into high achievement. As giftedness is not easy to identify
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in very young children and as very few teachers feel comfortable differentiating their

instructions to meet these children's needs in their classroom, most gifted programs
commence at age eight or nine when identification is much easier and more educators
are sensi!ive to these children's needs (C• .en & Jipson, cited in Smutny, 1999).

The studies reviewed in this chapter present a strong case for early
identification of gifted children and early intervention for very young gifted children.

2.3.1 Parent and Teacher Views on Identification, Early Admission and
Programming
Sankar-Deleeuw (1999) explored the issues and concerns of the parents of
gifted pre-schoolers and pre-school or kindergarten teachers regarding early
identification and programming for giftedness. The study was undertaken using an

"author-generated survey entitled Giftedness in Young Children in Survey" (SankarDeleeuw, 1999, p. 176). The results of the survey revealed that 91% of parents and
78% of teachers believed that giftedness could be identified at an early age. Of the
parents surveyed, 74% believed that gifted children should be identified in the pre-

school years, in comparison to 50% of the teachers. Additional information requested
by parents included:

•

resources for further challenge such as materials, toys and methods;

•

information on disciplinary techniques such as anger management, dealing
with high emotional rages, frustration and independence;

•

educational choices such as early testing, learning styles, thought processes,
types of intelligence and;

•

parenting guidelines on individuality, creativeness, imagination, high energy
levels, affective qualities.
Teachers, on the other hand, reported that they required information on

balancing different development rates and supportive progranuning. Even though

early identification was recommended and supported and the importance of
appropriate environmental support emphasised, only half the surveyed teachers in
this study believed that early identification should be carried out. Great dissimilarity
existed between parents and teachers surveyed as to the value of the option of early
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entry for gifted pre-schoolers. The study revealed that the parents were more likely to
see a need for individualisation and acceleration for very bright children than the
teachers who would have these children in their classrooms. Both groups

acknowledged a number of professionals as beneficial to obtaining information
including school staff, support groups, medical staff, psychologists, the media and
political lobbyists.

2.3.2 Negative Consequences of Non-Recognition of Young Gifted Children
Gross's ( 1999) study conveys an urgency to the discussion of early

identification and intervention. It also addresses the negative consequences that can
occur when schools fail to recognise highly giftod children. The study exposed two

main issues. Firstly, teachers' lack of knowledge or awareness of the characteristics
and needs of the highly gifted, together with the children's own early awareness that
they are different from their age-peers, in addition to their following attempts to hide

their ability to gain peer acceptance, which causes notable underachievement among
many gifted young children. Secondly, Gross found that an effective combination of

nomination by trained or inserviced teachers, parent nomination, and standardised
tests of ability and achievement, can form an effective matrix of identification
methods for young highly gifted children.
The study also illustrated that even though parents of the highly gifted young

children become aware of their children's developmental differences at an early age,
parent nomination is very much under-utilised by primary and elementary schools.
Moreover, the valuable information provided by parents of their children's early

literacy and numeracy is often disregarded or disbelieved.
The study also pointed out that in both America and Australia, the attitudes of

the community towards giftedness varies depending on the domain in which it is
sited, for physical giftedness, such as talent in sports, is much more readily
recognised and tolerated than intellectual giftedness (Tannenbaum & Carrington,
cited in Gross, 1999). From an early age, gifted students become aware of this and it
strongly affects the attitudes and behaviours they adopt with age-peers.
Almost all the children in Gross's study entered pre-school with the reading
skills of children aged seven, eight or older. More than 90% of the highly gifted
18

children in Gross's study were reading before the age of five. However, the majority
of the teachers' comments focused, not on the quality of the children's reading, but

on the assumed involvement of the parents. Most teachers tended to presume that the
children must have been taught to read early by their parents and many teachers
resented this idea. From an early age, highly gifted children are likely to become
aware that they are different in many ways from the other children around them. This
may occur from their observations of the (seemingly) late development of reading,

number or vocabulary in the other children they meet at pre-school or kindergarten;
from their awareness of the many ways in which their likes and dislikes vary from
those of other children; and from adults' or other children's remarks about their

abilities.
2.3.3 Behaviour Problems
Through the experiences of a young second-grader, Weber's (1999) study
illustrates, how a gifted child's abilities can easily become hidden and develop into a
behaviour problem when the child tunes out due to the demands of the classroom and
when neatness takes the lead over originality of thought.
The studies of Gross and Weber underline the importance of investigating
ideas that have been firmly fixed in the mind and prejudices that prevent schools
from identifying and stimulating young gifted children in the classroom (Smutny,
1999). Weber's (!999) study demonstrates the need for early identification of, and
programming for, gifted students. Weber's study briefly discusses several factors that

influence the reluctance of classroom teachers to identify young students. Mental
models are given as the main reason for this reluctance that in tum influences the
attitudes and behaviours that teachers display toward gifted students. Gifted students

appear to represent a threat or engender negative attitudes among the very
professionals who should be concerned for their welfare (Clark, cited in Weber,
1999).
A descriptive case study is used to describe how a young gifted child was not

given individual instruction to help improve weak areas, and how talents were neilher
acknowledged nor reinforced (Weber, 1999). Weber illustrates how the lack of
individual instruction and reinforcement of talents resulted in the child believing that
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he was not clever, but very messy and disorganised. The young gifted boy, who felt

that it was unfair that he was receiving so many criticisms, warnings and lectures
about neatness and organisation when he was trying, eventually gave up. According
to Weber, many schools continue to deny early programming and/or intervention,
mainly due to a lack of accurate information to guide the decision makers. Leaders
such as Lee lococca, Michael Eisner, Gandhi and Martin Luther King who have

made valuable contributions to society, all displayed those characteristics that are
often used to deny programming to children (Taylor, cited in Weber, 1999). Weber
warns that without changing mental models, there is little hope that there will be an

improvement in the identification of young children for gifted programs.
2.3.4 Methods of Identification

Early identification is often the first obstacle that prevents many educators
from taking the first step in assisting their gifted students. As physical, social and

cognitive development in young children are rapid and uneven, identification requires
alternative selection methods. A combination of methods such as parent and teacher
nominations. evaluations of school work that could include artistic and creative
achievements, as well as academic tasks in class, portfolios shared by parents of

children's projects at home and interviews with parents and community are necessary
(Smutny, 1999; Clark, 1997; Roedell, Jackson & Robinson, !980; George, 1992).
Harrison ( 1999) demonstrated how teachers can identify gifted students based

on their drawings. The study outlined the patterns and processes of visual
representation that take place during early childhood, for visual representation was
found to be a distinctive process for young gifted children.
Drawings were collected from a sample group of 50 children. They ranged in
age from twenty months to eight years. The children were divided into three groups.
The first group included 7 children who were identified as gifted by their parents and

teachers and had been interviewed over a period of two to eight years.
The second group included 14 children nominated as gifted by their parents
and educators and who were later identified as gifted by formal testing procedures.

These children participated in one to one interview sessions. which created
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opportunities to observe both the child's drawing processes and products, and to
record the child's discussion of these.
The third group included 29 children who were identified as gifted by parents
and educators or through formal testing procedures. Children, parents and educators
contributed the annotated drawings of these children. The children involved in the
study produced drawings that were advanced and significantly different from those of

same aged peers.
The young gifted children's drawings demonstrated an ability to move from
the known reality or familiar view of an object. The children involved in the study
drew pictures from multiple perspectives. One child involved in the study was largely

interested in the appearance of the underside of the bus or the view of the bus from a
tall city building. The child also gave explanations such as, "this is what you would
see from the front and from the side you would only see one eye" as the child drew

vehicles from different perspectives.
According to Harrison, a range of identification methods can be used in
conjunction with the drawings of young gifted 'children as an indication of cognitive
precocity and as a concrete display of some of the distinctive characteristics that
young gifted children demonstrate. The drawings can also reveal some useful

indications of the child's interests and concerns at a particular time. This information
can be very useful to families and educators in planning and implementing
enrichment experiences that allow for further exploration and investigation of the
young gifted child's present interest.
As young gifted children tend to experience heightened sensitivity and

emotional vulnerability, these drawings can assist families and educators to become
more aware of the affective needs of young gifted children. Drawing is a language of
childhood by which young children express and formulate ideas and which deserves
adult recognition and support (Harrison, 1999).

Hence, it can be concluded that, "identification procedures lend themselves
well to empirical validation and theory grows out of sound research." Therefore, the
combination of the two together can be, "used to identify and educate all youth who
have special talents, aptitudes, or gifts" (Feldhusen & Jarwan, 1993, p. 248).
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2.3.5 Teaching Implications
Young gifted children should be provided with opportunities to seek ideas

across various subject areas and experiment with them in different ways to invent
theories that they can test within a pattern of growth that extends to new levels
(Smutny, 1999).

2.3.6 Parenting Styles
Snowden & Christian (1999) investigated the parenting styles found to be
most effective with young gifted children. This study employed quantitative and
qualitative methods to determine the role that parents of young gifted children play in
the lives of their child. The Parent as a Teacher Inventory (PAAT) was used to gather
quantitative and demographic data. The results of the study revealed that the parents
involved in the study were dedicated parents and that they practised an authoritative
style of parenting. The study demonstrated that the parents:

•

nurtured creativity;

•

displayed low levels of frustration;

•

exercised a suitable amount of flexible control;

•

perceived play as a highly important activity;

•

displayed confidence in their ability as teachers and;

•

conducted themselves as facilitators of the teaching or learning process.
Snowden & Christian stressed that teaching and learning commences in the

home and that parents and family play a critical role in the education of the young
gifted child.

2.3.7 Families of Gifted Children
Alsop (1999) explored 42 fantilies of 47 children (mean age 6.9 years; mean
IQ 150) and reported their experiences across the contexts of family/friendship

networks, community resources and school. Data were collected through a survey
questionnaire which was specifically developed for the project and was known as the
'Parents of CHIP Experiences Questionnaire (PCEQ)'. A five-point Likert Scale was
22

used to rate from between two to nine options given within each question. There was
also an open-ended category of 'Other' and 'What'. A letter of invitation was sent to
51 families and 42 agreed to take part in the >mdy. The PCEQ questionnaire was then
mailed to respondents. The PCEQ was divided into the following sections:

•

Background: Information such as age, birth order, siblings, general ability
score, and age of child when tested.

•

Experiences prior to identijication: Questions such as assumptions and
experiences in relation to professional services such as medical and
psychological, infant welfare and social welfare. There were also questions
about the support they had expected and received from family and friends and
their own perceptions of their child as developmentally different (or "not

average").
•

Experiences since identification: Parent experiences with specific
educational personnel in addition to their interface with community resources.
The questionnaire was piloted with a small number of families, none of

whom became involved in the subsequent data collection. The data were analysed in
frequency counts of answers to questions, such as 'what happened', and to 'how
many did it happen.' The findings of this study indicated that parents of able children

were subjected to negative experiences in all three settings. which confirmed their
need for support.
Similarly, in the study reported here, the instruments used to conduct the
interviews were specially developed for the purpose of the study and the
questionnaire targeted at the students also had the following categories of

'background,' 'experiences prior to identification' and 'experiences since
identification' as with Alsop (1999). The study sought to investigate the gifted

children's experiences across the contexts of family/friendship networks, community
resources and school.
2.3.8 Children's Attitudes
It is important that teachers bear in mind the various attitudes of exceptionally
able children when planning an intervention program for them. Some of the common
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attitudes of gifted children are that nobody explains to them what gifted is but keeps
it a big secret. Some feel that schoolwork is very ea<y and hence very boring. Some
feel that the expectations of parents, teachers and friends are always very high.
Others feel that very few understand them and that they often get teased because they

are very smart. Some are impressed at what they can do, while others feel isolated
and worry about world issues and feel helpless that they cannot do anything to
resolve them (Clark !997; Davis & Rimm 1998; Gallagher, Harradine & Coleman
1997; George 1992; Porter 1998).
According to Kaplan (1990) "many gifted youngsters have a heightened

sensitivity to their surroundings, to events, to ideas, and to expectations. Some
experience their own high expectations for achievement as a relentless pressure to
excel." Such constant striving to live up to their self-expectations or to those of
others, "to be first, best, or both can be very stressful" (p.l).
Young gifted children sometimes feel out of place with other children that
cau create some social problems, especially for profoundly gifted children. It cau be
difficult for young gifted children to find friends, especially during their preschool
years, which cau result in loneliness. According to Freedman & Jensen (1999), for
most gifted children, "childhood is more pleasurable aud more fulfilling because they

derive joy from challenge and reward from work." However, at the same time, "it is a
childhood that is more painful, more isolated, and more stressful because they do not
fit in with their peers and they set high expectations" (p. 1).
According to Kaplan (1990), the constant pressure to excel, "accompanied by
other concerns such as feeling different, self-doubt (the "imposter" syndrome), aud

the need to prove their giftedness" can "result in additional stress' and "drain the
energy of gifted students." Parents and teachers of gifted students need to be aware

that, "stress occurs even when everything is going well" and that, "youngsters get
tired from their constant efforts and may secretly fear that next time they will not be
as successful." Parents need to know that even, "vacations may be stressful if
students are comfortable only when achieving a~d succeeding" and "taking time off
may make them feel nervous aud lacking control" (p. I).
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2.3.9 Conclusion

The research literature points to the importance of any assessment of services
for young gifted students, whether it be differentiated instructioll in the classroom or
a special self-contained program, bearing in mind the children's growth, enthusiasm
and excitement for learning (Smutny, 1999).

In addition, teachers and policy makers need to be careful not to exploit
highly gifted children. Often it is quite tempting to use a quiet, brilliant child who has
already completed most of the academic work of the classroom, as a teacher's

assistant or peer tutor. This is common when the class has thirty children, or when
the school policies discourage acceleration or ability grouping, or when there is a
lack of enrichment materials (Hollingworth, cited in Kearney, 1996).

It is important therefore to investigate policy and practice in relation to
preparation of teachers to identify young gifted children in Singapore.

2.4 Overview of the History of Gifted Education in Singapore

In 1984, the Gifted Education Program (GEP) was first implemented in
Singapore. According to the Gifted Education Branch (200ld):

It was initiated by the Ministry of Education (MOE) in line with its
policy under the New Education System to allow each pupil to learn at
his or her own pace. The MOE has a commitment to ensure that the
potential of each pupil is recognised, nurtured and developed. It was
recognised that there are pupils who are intellectually gifted and that
there should be provisions to meet their needs (para. 1).
As outlined by the Gifted Education Branch (200lb):

•

In 1981, the late Dr Tay Eng Soon, then Minister of State for Education, led a
mission to study the Gifted Education Programs in other countries.

•

In 1983, a concept paper was drawn up. It gave the reasons for, and the goals
of, a program for gifted children. It was proposed that it would be an

enrichment and not an accelerated program. In May, the Special Project Unit,
now called the Gifted Education Branch, was formed. One of its main tasks
was the selection of pupils and teachers for the GEP. It also trained teachers,
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prepared new curriculum matedals, implemented the program and monitored
its progress.
•

In 1984, a pilot project was started in two primary schools: Raffles Girls'
Primary School and Rosyth School and in two secondary schools: Raffles
Girls' Secondary School and Raffles Institution.

•

In 1985, Anglo-Chinese Primary School became the third primary GEP
centre.

•

In 1988, Anglo-Chinese School (Independent) became the third secondary
GEP centre.

•

In 1990, Nanyang Primary School became the fourth primary GEP centre.

•

In 1996, Dunman High School became the fourth secondary GEP centre and
Tao Nan School, the fifth primary GEP centre. This brought the total number
of GEP centres to 9. with 5 primary and 4 secondary GEP centres.

•

In 1997, Henry Park Primary School became the sixth primary GEP centre.

•

In 1998, Catholic lligh School (Primary) and St. Hilda's Primary School
became the seventh and eighth primary GEP centres.

•

In 1999, the Chinese High School and Nanyang Girls' High School became
the fifth and sixth secondary GEP centres, and Nan Hua Primary School, the
ninth primary GEP centre.

•

In 2001, the seventh secondary GEP centre was Victoria School.
Thus by 2001, there were nine primary and seven secondary GEP centres in

Singapore. The GEP is offered in the following Primary schools in the year 2001:

•

Anglo-Chinese School (Primary) (Boys)

•

Catholic High School (Primary) (Boys)

•

Henry Park Primary School (Co-ed)

•

Nan Hwa Primary School (Co-ed)

•

Raffles Girls' Primary School (Girls)

•

Rosyth School (Co-ed)
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.

•

St Hilda's Primary School (Co-ed)

•

Tao Nan School (Co-ed)

2.5 Research in Gifted Education in Singapore

2.5.1 Pull-out Gifted Program in Singapore
Lim (1994), investigated a pull-out program in The Chinese High School
which is an independent all-boys secondary school in Singapore. The school has
Secondary I to 4 classes equivalent to grades 7 to 10. The gifted pull-out program
was initiated in 1993 and this group of students were the pioneers and were selected
when they entered Secondary I. The study focussed on 26 intellectually gifted
students, 12 years of age and who were chosen from a range of tests in intelligence.
They were taught by teachers who were specially trained either locally or in the
U.S.A. A specially-designed rigorous enrichment program in mathematics, science
and computer science was provided.
The 26 gifted students were together during the enrichment subjects only and
spent the rest of their school time doing the other seven subjects with their own
classmates. This ensured that the gifted students did not limit themselves to their
gifted peers but had a chance to interact actively with the other Secondary I peers in
their own classes. Using an instrument obtained from George Betts when he
conducted a workshop in Singapore in 1993, the gifted students wrote a 'Journey to
Oneself as part of their journal writings. One of the sections of this journey involved
the students writing a letter to themselves describing their plans for positive lifestyles
that ranged from appearance, personality, organisational skills, interests, fulfilment of
talent and family to contributing to society. The journal writings, together with
interviews, a self-esteem inventory and an open-response questionnaire were used to
depict the gifted students' characteristics (Lim, 1994).
The study gave some excerpts of the gifted students' writings which revealed
the children's strengths and weaknesses. Some of the children had learnt to be frank,
while others had realised what was important to them and the way to organise their
interests. The writings not only provided a rich source of information, but also helped
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in understanding the students better. It has been noted that as the students continue in
the program, there will be more data collected on them and they will be studied as
part of a longitudinal project on gifted adolescents (Lim, 1994).

2.5.2 Evaluation of Pull-out Gifted Program in Singapore
When the Chinese High School gifted program was established, evaluation

was conducted at both the formative and summative levels. During the early months,
formative evaluation took place to improve the program and towarrls the end of the
year, summative evaluation was carried out to determine the overall effectiveness of
the program (Lim, 1996; Lim & Tan 1997).

Classroom sessions were observed for the qualitative formative evaluation
which recorded the students' responses to the lessons conducted. In both interviews
and surveys, students and teachers offered feedback on the lessons, the enrichment
activities and on the program as a whole (Lim, 1996; Lim & Tan 1997).
Lim's (1996) study illustrated a scenario from a transcript of a lesson where

the teacher on many occasions could not draw out creative responses from the
students due to the nature of the questions asked. The study repcrted that the
transcript proved to be a very useful tool for the teachers as they could analyse what
was happening and what could have happened. The study also pointed out that
Singaporean students in general often tend to keep quiet unless they are absolutely

sure of their answers. In the study, it was noticed that even when the students did
answer the questions, they gave monosyllabic answers. This study indicated that
Singaporean students need more encouragement from their teachers to be more
speculative and confident·in contributing to class discussions. Although these
students were gifted secondary students, they still lacked confidence to participate

freely in class discussions.
Feedback from the teachers indicated that the program appeared to be limited
by the examination system and that they were not very keen on taking the time to
examine and attempt open-ended methods. The teachers reported that they would
prefer to stand by the syllabus to prepare the students for examinations. Lim and Tan
recommended that the Chinese High school convince the teachers to both cover and
extend the syllabus for the enriched subjects, so that the gifted students could be
28
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stretched to their fullest. The study also pointed out the importance of the regular
classroom teachers becoming aware of the characteristics and needs of gifted
students.
Lim's (1996) study revealed that the gifted students were generally in favour
of the pull-out program and that many did not consider themselves to be gifted or
special in any way. The study also pointed out that even though gifted students were
in favour of challenging work, they were not fond of extra work or difficult
problems. The study reported that 25% of the students despised huge amounts of
demanding mathematics homework and tests. 20% of the students disliked complex

science tests and 11% were not in favour of problematic computer science practicals
and assignments. 22% of the students reported that they had difficulty in
comprehending the explanations given by the science teacher. The other 9% of the

students referred to very achievement-oriented classmates who would try their very
best not to lose to their peers. The study also reported that there were five
underachievers in the group of 26 students and that they appeared to know what was

wrong with themselves.
Hence, quite a comprehensive study has been carried out of secondary gifted
students from the Chinese High School in Singapore. However, insufficient attention
seems to have been given to young gifted children in Singapore and how these young
gifted children and teachers feel about the current program, or how these children and
their families coped with their children's giftedness during the very early years. The
study reported here sought to bridge that gap by investigating the perceptions of the
policy maker, teachers and students of the current Gifted Education Program in
Singapore.

2.6Summary

A review of the literature on gifted education revealed that there are

numerous definitions given of giftedness and that the interpretation of giftedness has
changed over the years. The literature on gifted education was reviewed to identify

the main reasons for early identification; to explore current directions in early
identification of gifted children; to gain an understanding of the parent and teacher
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views on identification, early admission and programming, to identify the negative
consequences of non-recognition of young gifted children such as the behaviour
problems that can arise; to identify the various methods of early identification; the
teaching implications; parenting styles; families of gifted children and gifted
children's attitudes. The chapter also presented the comprehensive study that had
been carried out on secondary gifted children in Singapore. The following chapter

will illustrate the conceptual framework used in this study.
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CHAPTER THREE.
THEORETICAL FRAMEWORK
This research is based on the educational theories of the Russian
developmentalist Lev S. Vygotsky (1896-1934).
According to Morelock (I 996):
Vygotskian theory is proposed as providing a conceptual framework
which can accommodate what has been learned about giftedness and

talent since the advent of IQ testing, resolve differences in the field by
providing an overarching theoretical synthesis, and orient us toward

future directions for research and practice (p. 4).
As stated by Sternberg ( 1993, p. 200), Vygotsky "made several important
contributions to the theory of intelligence, the two most important of which are
probably his theory of internalisation and his concept of the zone of proximal
development."

Even though Piaget and Vygotsky were both interactionists, they believed that
individual intelligence began at essentially opposite points. Piaget's belief was that
intelligence matured from the inside and directed itself outward, whereas Vygotsky' s
belief was that intelligence begins in the social environment and directs itself inward.
''The process of the direction of intelligence from the outside to the inside" is referred

to as internalization by Vygotsky (Sternberg, 1993, p. 201).
According to Morelock (1996, p. 10), "Vygotsky's brilliance enabled him to
see development in its full complexity" and as a consequence, he wrote, "about the
shaping of cognition that comes about as a child learns to use socio-culturallyevolved symbols (eg. language) to construct and express meaning. Vygotsky was
mainly interested in how children, "through the instruction of more competent others,
come to master the physical and psychological "tools" and "signs" of their culture."
Vygotsky also wrote about, "the resultant changes in inner experience as this
development occurred and the subsequent impact that those changes in inner
awareness then had on continued development."
According to Sternberg (1993, p. 201), "Vygotsky's most exciting
contribution to the psychology of intelligence is his notion of the zone of proximal
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development (or potential) development." A consideration of a situation posed by
Vygotsky would be to take two children whose chronological age is ten years and
whose mental age is eight years. If the children had to be characterised as being of the

same age, it could probably be done on the face of it. However, this would mean that
both children could complete tasks thai are characterised by what eight-year-old

children can usually do. Considering that the non-intellectual factors are comparable
for the two children, "most people would assume thai one could make comparable

predictions about each of the children" with the use of "intelligence tests." However,
Vygotsky argues that this view is incorrect. If a "teacher-examiner provides guided
assistance" to the two children in order to help them solve a set problem, "the first
child can deal with problems up to the level of a twelve-year-old." On the other hand,
"the second child can deal with problems up to the level of a nine-year-old". Thus,
Vygotsky suggests that it would not be concluded that the two children are mentally
the same since, "the first child has been shown to be better able to profit from

instruction than the second child." Hence, "the difference between mental age twelve
and mental age eight, for the first child, and between mental age nine and mental age
eight, for the second child, is what Vygotsky refers to as the zone of proximal

development."
Therefore, the instruction given by a more competent person can increase the
performance of a child who has the potential. As pointed out by Morelock ( 1996,
p.!O), "following Vygotsky's line of thought, both the cognitive and emotional
experiences of gifted children would be qualitatively different from that of their
agemates whose minds have not yet been reshaped by the integration of cultural
symbols into the flow of thought." Thus it is essential for gifted children to be with

more competent peers and receive instruction from more competent teachers. The
experiences that the gifted children receive from school, from their homes and from
society, all play an important part in their cognitive, emotional and psychological
development. As stated by Sternberg (1993, p. 201), "according to Vygotsky, there
may be many gifted children who are nat so identified because, although they have
the potential, they have yet to realise it." This could be the situation in Singapore for
many children who might have the potential, but without the right environment at
home or in school, they may go undetected as gifted.

32

EX

S&l

3.1 Conceptual Framework

Pareut
Collaboration

Policy Maker's

views, attitudes

Teachers' views,
attitudes and

roles

and roles

The Current

Program Peers

'

Zone of proximal development

The
Exceptionally
Able Child

Figure 2. Conceptual framework
Figure 2 illustrates the conceptual framework of this study. Allleaming that
facilitates development takes place within a child's zone of proximal development.
Therefore, the policy maker, teachers, parents and other competent peers have an
important role to play in guiding gifted children's progress in developing their

potential in various talent areas.

3.2Summary

Vygotsky' s theoretical framework was presented as a foundation of this study
and it was conceptualised in the framework presented in this chapter. The following
chapter will outline the materials and methods employed in this study.
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CHAPTER FOUR.
MATERIALS AND METHODS
4.1 Target Population

According to Vygotsky (cited in Morelock & Morrison, 1999), all learning
that facilitates development takes place within the child's zone of proximal
development:

The zone of proximal development . . . is the distance between the
developmental level as determined by independent problem solving
and the level of potential development as determined through problem

solving under adult guidance or in collaboration with more capable
peers (p. 196).
Vygotsky believed that the role of education was to provide children with
challenging activities. He also believed that children could succeed in these
challenging activities with sensitive adult guidance. Several researchers also believe
that the teacher's role is to either keep activities that are in the children's zones of
proximal development or just ahead of their level of independent functioning that is,
on the edge of learning (Berk & Winsler, 1995; Feinburg & Mindess, 1994).
Vygotsky's concept of zone of proximal development is consistent with the
aims ofthis research. It is especially helpful in thinking about how the policy maker
can plan and implement programs that can help parents and teachers guide children's
progress in developing their potential in various talent areas. The four main target
groups for the investigation reported here were:

I.

Policy Maker;

2.

Six teachers who teach in the program and;

3.

Six children who receive the program.

4.2Design

The overall design used in conducting this research was the qualitative
descriptive case study methodology using multiple. levels. According to Bums
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(2000), the qualitative researcher is not concerned with unprejudiced truth, but rather
with the truth as the informant sees it. One of the main data-gathering techniques of a

qualitative approach is unstructured interviewing. It is es:;ential to note that
qualitative methods strive to seize and comprehend individual definitions,
descriptions and meanings of events.
In this research, the five characteristics of qualitative research listed by
Bogdan & Biklen (1992, p. 29-32) were used in the following manner:

Qualitative research has the natural seuing as the direct source of data and
the researcher is the key instrument. Participation in, and observation of the
behaviours of gifted children in the Gifted Education Program and observations of
the various strategies that teachers in the program employ will be very useful to
understand the actual experiences of the children and the teachers in the program and

their perceptions of the current program. However, shortage of time did not permit
direct observations of teachers or children in their natural settings. As suggested by
Burns (2000), "open-ended interviewing, on the other hand, is advantageous for
obtaining second-hand accounts" (p. 423). Hence, in this study, open-ended

interviewing was one of the techniques used to elicit information, beliefs or opinions
from the participants.

Qualitative research is descriptive. In this study, the qualitative research is
descriptive. As mentioned by Lundsteen (1987) the data gives a "feel" for what the
policy maker, teachers and children expressed, did, or suggested they were thinking.
It includes written descriptions of how some gifted children felt about their current
Gifted Education Program in regards to a particular subject, friends or teachers in the
Gifted Education Program.

Qualitative researchers are concerned with process rather than simply with
outcomes or products. In this research, formative evaluation helped to find out the
selection procedures employed and the perceptions of the students during the

selection process.

Qualitative researchers tend to analyse their data inductively. In this
research, instead of hypothesising the outcome of the rese~rch beforehand, various
techniques were employed such as interviews to enable the participants to explain
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their experiences, altitudes and perceptions, which might lead to more investigation
later on. Data were analysed through many different pieces of collected information.
According to Glaser & Strauss (cited in Bogdan & Biklen, !992, p. 32) this is called
"grounded theory".

"Meaning" is an essential concern to the qualitative approach. In this
research, the perspectives of the participants, the way they saw their current situation
and environment was of great importance. For example, how gifted children
perceived their roles with each other, with their classmates, with their teacher and in
their school was explored.
According to Merriam (1988), "descriptive means that the end product of a
case study is a rich, "thick" description of the phenomenon under study" (p. 11).
As suggested by Miles & Huberman ( 1994) and Yin ( 1989) the case study
approach is an appropriate methodology for the in-depth study of a small number of
cases so as to make analytical generalisations. As indicated by Wilson (1979), case
studies make use of prose and literary techniques to describe certain images, examine
situations and present evidence of episodes, excerpts, samples and artefacts. Hence,
in this research, the case study approach was used to describe the children's
experiences and their perceptions in a story-like manner using their own words and
drawings.

4.3 Instruments

According to Merriam (1988), in qualitative case srudy, the researcher is the
primary instrument for data collection and analysis. Several researchers have
suggested that triangulation or multiple viewpoints on a phenomenon permit greater
accuracy of interpretation than any of the viewpoints or data sources considered
individually (Guba, 1978; Jick, 1983; Van Maanan, 1983). According to Mills (2000,
p. 49), "the strength of qualitative research lies in its triangulation, collecting
information in many ways rather than relying solely on one". Thus, to ensure the
highest degree of accuracy possible, data for the research reported here were
collected by means of semi-structured interviews, guiding interview
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schedules/questions, document reviews, audio recording and other supplementary
techniques as illustrated in Table I.
Table 1.

Study Instruments
Teachers

Children

Purpose

Policymaker

To obtain
background
information of
participants

Guided interview schedules (Appendix 4 for Policymaker,
Appendix 5 for Teachers and Appendix 6 for Students)

For gathering
data to answer
research

Semi-structured interviewing using some guiding questions.
(Appendix 4.1 for Policymaker, Appendix 5.1 for Teachers and
Appendix 6.1 for Children)

questions

For gathering
additional
information

To ensure
accuracy of

Document
review
Gifted
education
documents (eg.
Brochures,
information
booklets,
identification
procedures
program
outline, etc.)

Document
review (field
notes)

template for
children to
construct a ·me'

box to express

class timetable

themselves

syllabus

freely

resources
classroom
layout or map

Tape recorder and tapes to record the interviews and verify
written records

guided interviews

For data analysis

Code, categorise and present descriptively

According to Bums (2000), semi-structured interviewing enables a freeflowing conversation between the researcher and participants as they use language
natural to them. The policy-maker, teachers and the children were interviewed
individually using a semi-structured interview with some guiding questions to stay in
focus. In qualitative methodology, interviews are usually semi-structured and open
(Sarantakos, 1993).
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Several researchers believe that many gifted children face social and
emotional adjustments such as feelings of boredom, isolation, heightened sensitivity
and low self esteem (Coleman, 1996; Lim, 1994; Plucker, 1994; Callahan,
Cunningham & Plucker, 1994; May, 1994; Sowa, Mcintire, May & Bland, 1994).

Several studies have encouraged children to write about their feelings in various
ways. For example, Lim (1994) used journal writing as a means to encourage some
secondary gifted children in Singapore to voice their views and frustrations. The
study found that journal writing had an added advantage in, "helping gifted students
be aware of and understand their problems" (Lim, 1994, p. 85).
Similarly, in Cupertino's (1998) study, some young second grade gifted

children faced some difficulties in expressing themselves freely. Hence, comic book
writing and role-playing were used to encourage the children to draw and write about
their feelings through a comic character of their choice.
Based on the success of these two studies, in this research young gifted
children in the primary four Gifted Education Program in Singapore were given a
template of a box on which they were encouraged to share their feelings openly
during the interview. The outer face of the box recorded their general feelings,
information about themselves, such as their likes and dislikes, their best friends and
favourite subjects. The inner face of the box recorded deeper feelings of themselves,
such as their secrets and their problems. The children were informed that if they did
not feel comfortable in sharing the inner part of the box with the researcher, they
could seal it. The children were assured that their real names would not be used and
that pseudonyms would be used instead. This box is called the 'me' box as it is about
them.

Tape-recording is an appropriate method to use, since qualitative interviews
should be open ended and flowing, and the participants should not be forced into a
short answer format (Bums 2000; Bogdan & Biklen; 1992). Moreover, the recordings

will ensure accuracy in quoting the participants' responses. Hence, in this study, the
interviews were audio taped with the permission of the participants and transcripts
were provided upon request.
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Hence, through triangulation, this study provided detailed stories, experiences
and accounts told largely in the participants' own words of their hopes, aspirations
and perceptions of the current Gifted Education Program in Singapore.
4.4 Procedure

The design and methodological techniques used in this research relied heavily
on qualitative descriptive case study methodology using multiple levels.
Step I. Letter sent to the Director of
MOE to inform of the proposed

research

Step 3. Obtained written approval for
proposed research

Step 5. Conducted interviews with
the policy maker, teachers and
children through semi-structured
interviewing using some guiding
questions

Step 7. Compilation of Data

Step 2. Letters sent to the policy

f.-+

maker, schools, parents and children
to seek consent for the research

~

Step 4. Arranged appointments with
participants for proposed research

----

-

Step 6. Reviewed documents,
children's portfolios, projects etc.
and gathered relevant information
from policy maker, teachers and
children

Step 8. Submission of Thesis

Figure 3. Steps involved in the procedure

Fignre 3 presents the sequence of steps involved in conducting this study in a
step-by-step fashion. The letters to the Director of Ministry of Education (MOE), the
policy maker, schools, parents and children were sent through the post to a
representative of the researcher in Singapore, along with a list of the steps to be
taken. The representative then sent the various letters to the corresponding
departments for approval. Once the various departments had given their approval
with the appointment dates, the researcher conducted the interviews in Singapore
with the policy maker, teachers and children through semi-structured interviews
using some guiding questions. Data evaluation and analysis was carried out by the
researcher in Perth prior to thesis writing and submission. The next few steps were
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carried out in Perth which involved analysing the data collected and compiling the
data. The final step was to refine the thesis and submit it.
Participation in this study was purely on a voluntary basis. The only criterion

for the selection of participants was that the teachers who were selected for
participation were all teaching primary 4 gifted students.

4.5 Data Analysis

As suggested by Bums (2000), all data obtained were systematically arranged

in order to make meaning. They were numbered and dated to facilitate prompt
location. Data collected by means of triangulation were coded, categorised and
presented in a descriptive case study style (Burns 2000; Bogdan & Biklen 1992;
Miles & Huberman 1994).
According to Burns (2000), the first stage in analysing the interview data will

be through codirag. Hence, with the conclusion of every interview, the information
gathered were classified into themes, issues, topics, concepts and propositions.
The interviews conducted were tape recorded to ensure accuracy and
participants had the right to validate the tapes upon request. Anecdotal notes were
also taken to iliustrate the school setting and the resources available. The interviews
conducted with the policy maker and teachers, in addition to the analysis of
documents such as policy guidelines, selection processes, gifted education brochures
and curriculum p~ans assisted in finding answers to the following research question:
•

What provision is made for young Gifted children in Singapore and what are
the roles of the Policy Maker and teachers of Gifted Education in Singapore?
The information gathered from the policy maker, teachers and children
through interviews and the construction of a 'Me' box by the children,

assisted in answering the following question:
•

What are the attitudes and opinions of teachers and children of current Gifted

Education provision in Singapore?
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4.6 Limitations
According to Bums (2000), there arc advantages to participant observation,
especially since it is one of the central data gathering techniques of qualitative
research. However, time constraints did not permit direct observations of teachers or
children in their natural settings. Hence, following on the suggestion made by Burns
(2000), open-ended interviewing was used to draw out information, beliefs and
opinions from the participants.
F'olJowing data collection and analysis in Singapore, the researcher returned
to Perth. This meant that any follow up interviews to gain further information had to
be obtained by electronic mail or telephone rather than in a face-to-face situation,
which may have detracted from the richness of data collection.

4.7 Ethical Considerations
Before the commencement of this research, an ethics clearance form was
completed and consent obtained from Edith Cowan University's Ethics Committee.
The Ministry of Education in Singapore was fully informed of all aspects of the study
and written approval was obtained from them. All the participants in this research
signed consent forms and took part on a strictly voluntary basis. Confidentiality and
protection of their rights was assured and obsetved in the research.

4.8Summary

This chapter was divided into seven subsections that listed the target
population; described the design of the study; instrumentation; procedure employed;
data analysis; the limitations of the study and ethical considerations. The following
chapter will present and discuss the results in detail.
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CHAPTER FIVE.
RESULTS AND DISCUSSION
This chapter presents and discusses the results gathered during the study. In

this chapter the three research questions are addressed separately. The information
was obtained through triangulation using the methods of semi~structured interviews,
guiding interview schedules/ questions, document reviews, audio recording and other
supplementary techniques as recommended by several researchers to ensure accuracy
and improve internal validity (Guba, 1978; Jick, 1983; Van Maanan, 1983).

The data obtained provided a systematic framework that assisted the
researcher in developing an understanding of the current primary 4 Gifted Education

Program in Singapore; provisions available for young Gifted children in Singapore;
the roles of the Policy Maker and teachers of Gifted Education in Singapore; and the

attitudes and opinions of teachers and children of current Gifted Education provision
in Singapore.
Vygotsky's theoretical framework was very useful in designing the
conceptual framework for this study. It directly relates to the research questions,
which focus on developing the zone of proximal development of the exceptionally

able children through more competent peers and instruction from more competent
teachers. The experiences that the gifted children receive from school, from their
homes and from society, all play an important part in their cognitive, emotional and
psychological development. The policy maker's and teachers' views, attitudes and

behaviours play an important role in the provision of an efficient Gifted Education
Program in Singapore and parent collaboration is desirable to enable a smooth flow
of the program. Knowledge of the exceptionally able children's attitudes and

opinions of the current Gifted Education provision in Singapore is necessary to
determine its effectiveness in meeting the students' individual needs and to give
voice to their expectations and opinions in order to detetmine areas that might need
to be further researched on a large scale.
Data were collected from three GEP schools: SCH-A (Co-ed), SCH-B (Girls)
and SCH-C (Co-ed). Six teachers and six students agreed to share their experiences,
observations and perceptions, and explained issues they faced and problems they
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encountered in relation to the current Gifted Education Program in Singapore. It is

hoped that these teachers' and students' voices will inform, generate ideas and

reassure other gifted children and their parents and teachers about unique needs. As
in any case study research, it is up to the readers to determine if any of the ideas
presented in this study are generalisable to their children or situation (Haensly, 2001).
The first part of the interview schedule collected background information on
the subjects to provide a profile of them (e.g. age, gender, nationality, qualifications,
languages spoken). The second part of the interview schedule directly probed the
roles of the policy maker and teachers and their perceptions of the current primary 4
gifted education program in Singapore. This chapter also reports the children's

experiences before and after identification and their attitudes and perceptions towards
the current primary 4 gifted education program in Singapore in their own words from
the interviews and from their reflections in their 'Me' boxes (Appendix 8 Children's 'Me' Boxes). The children were given templates of the 'Me' boxes and

were given some ideas as to the possible headings that they could include in their
'Me' boxes. The participants' own words have been used as a means to clearly

represent each participant's voice and to highlight the differences and similarities
between their beliefs and perceptions of the current GEP.

5.1 Profile of Policy Maker
5.1.1 Background Infonnation
Razak (pseudonym used), 35 years old is a Singaporean who speaks English
and Malay. He began his career in gifted education in 1997 with the completion of a

Masters in Mathematics. He has been an Assistant Director in the Gifted Education
Branch of the Ministry of Education for three years.

5.2 Profile of Teachers

The teachers who taught in the three GEP schools differed in their

qualifications and years of teaching experience. To maintain confidentiality and
anonymity, each participant is referred to by a code.
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5.2.1 Background Information
5.2.1.1 (TA·l) Teacher from SCH·A

TA-l, 38 years old, is a Singaporean who speaks English and Mandarin. She
has had 12 years' teaching experience in gifted education with 'A' Levels as her
highest educational qualification. She is a Civics and Moral Education (CME) Co-

ordinator and has been in that position for a year. Her experience and interest is
mainly in social studies, CME and Individualised Research Study (IRS). She had
been invited and trained to become a teacher in the GEP program by the Gifted
Education Branch, MOE in Singapore.
5.2.1.2 (TA-2) Teacher from SCH·A

TA-2, 44 years old, is a Singaporean who speaks in English and Mandarin.
With 2 years' teaching experience in gifted education, she holds a Bachelor of
Education degree. TA-2 is a Mother Tongue- Chinese Language teacher and has
been in that position for two years. Her experience and interest is mainly in teaching
Chinese and providing counselling. She was also invited and trained to become a
teacher in the GEP program by the Gifted Education Branch, MOE in Singapore.
5.2.1.3 (TB-3) Teacher from SCH·B

A Singaporean, TB-3 is 29 years' old and speaks English and Mandarin. With

2'!2 years' teaching experience in gifted education, her highest educational
qualification is 'A' Levels. She is a Mother Tongue- Chinese Language teacher and
has been in that position for two years. Recommended by her lecturer from the
National Institute of Education, TB-3 was interviewed and observed for the position.
She also received some training at Hwa Chong Secondary School which lasted for 3
to 4 days. In addition, the Gifted Education Branch also provided training before TB3 became a teacher in the Gifted Education Program.
5.2.1.4 (TB-4) Teacher from SCH·B

TB-4, 28 years old, is a Singaporean who speaks English, Mandarin and

Indonesian. With 1 year and 7 months' teaching experience in gifted education, she
holds a Bachelor of Arts degree in Linguistics. An Education Officer, TB-4 has been
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in that position for four years. Her experience and interest lie mainly in teaching
English. She was interviewed by the Gifted Education Branch, MOE in Singapore

and received an initial training of 1 week by the Teachers' Network.
5.2.1.5 (TC-5) Teacher from SCH·C
TC-5, 27 years old, is a Singaporetm who speaks in English, Mandarin and
Hokkien. With one years' teaching experience in gifted education, she holds a
Bachelor's Degree. A Social Studies Teacher, TC-5 has been in that position for four

years. Her experience and interest lies mainly in teaching Social Studies, Physical
Education, Music and Art. TC-5 was interviewed and observed while teaching by the

Gifted Education Branch, MOE in Singapore and also received 1 weeks' initial
training by the Teachers' Network.
5.2.1.6 (TC-6) Teacher from SCH-C
TC-6, 29 years old, is a Singaporean who speaks English and Mandarin. With

three years' teaching experience in gifted education, she holds a Bachelor's Degree in

Mathematics. Her experience and interest lies mainly in Mathematics, which she has
taught for 4 years. Recommended by one of her lecturers from NIE, TC-6 was
interviewed and trained by the Gifted Education Branch, MOE in Singapore, in

addition to receiving 1 weeks' initial training by the Teachers' Network.
Table 2.
Summary Profile of Teachers
Code

Gender Age

School

Comments

TA-l

Female 38 yrs

SCH-A

12 years' teaching experience in gifted
education. Highest educational qualification'A' Levels. Civics and Moral Education
(CME) Co-ordinator. Interest- social studies,
CME and IRS. Joined through invitation.

TA-2

Female 44 yrs

SCH-A

2 years' teaching experience in gifted

education. Bachelor of Education degree.
Mother Tongue- Chinese Language teacher.
futerest- Teaching Chinese and counselling.
Joined through invitation.
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TB-3

Female

29 yrs

SCH-B

2 1/ 2 years teaching experience in gifted
education. Highest educational qualification'A' Levels. Mother Tongue- Chinese
Language teacher. Recommended by lecturer
from National Institute of Education.

TB-4

Female

28 yrs

SCH-B

1 year and 7 months' teaching experience in
gifted education. Bachelor of Arts in
Linguistics. Education Officer for four years.
Interest- teaching English. Interviewed by the
Gifted Educatiou Branch, MOE in Singapore.

TC-5

Female

27 yrs

SCH-C

One years' teaching experience in gifted
education. Bachelor's Degree. Social Studies
Teacher. Interest in Social Studies, Physical
Education, Music and Art.

TC-6

Female

29 yrs

SCH-C

Three years' teaching experience in gifted
education. Bachelor's Degree in Mathematics.
Mathematics teacher. Interest- teaching
Mathematics. Recommended by one of her
lecturers from NIE and was interviewed.

5.3 Profile of Pupils
5.3.1 Background Information
5,3.1.1 (PA-l) Pupil from SCH-A
PA-l, lO years old, is a Singaporean who speaks Mandarin and English. He
was previously in a· mainstream school and upon receiving a letter from his principal
indicating an offer of a place in the Gifted Education Program, joined this school. His
interest is in collecting coins, working on mathematics quizzes and playing chess. He
is a member of his school chess club and enjoys working on challenging
mathematical sums. His favourite pastime is to surf the net. He elaborated:

"/ like to explore the net to gather more information about anything
that the teacher asks us to check. The Internet is an ocean with heaps
and heaps of infonnation. "
He enjoys reading and loves to read fiction books. He explained during the
interview:
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"It's like you enter the world of fantasy and you can get away from
the real world, away from the facts of the world."

Roald Dahl used to be his favourite author but he mentioned that he did not
have any favourite authors now.

Being the second child of his family, PA-l has an older sister and a younger
sister. He mentioned that his parents were separated and that he lives with his mother
and his two sisters. His father visits them during the weekends. He appeared to have
a close relationship with his older sister and stated:
"My older sister is 15 years old and makes jokes and plays chess
with me. She is fun to be with and helps with my schoolwork when I
have a problem. She was offered a place in the GEP after her PSLE.
She is in the secondary program."

He did not seem to be very fond of his younger sister who is six years old, for

when he was questioned about what he disliked most, he stated:
"I hate my younger sister. She is always disturbing me and is very
childish. She can be a real nuisance at times when I'm trying to
concentrate on my work. "

He spoke and wrote of his feelings about the expectations of his families,

relatives and friends in relation to his grades and education with much concern
during the interview session and in his reflection in the 'Me' box he created. He
stated during the interview:
"My mother expects me to do well in all my work and has very high
expectations of me. I think it's ok, for she also expects that from my
sister."

He wrote in the 'Me' box:
"My mother and sister have high expectations and it is good and bad.
Worries me at times because I don't want to disappoint them. They
love me a lot. "

He also mentioned during the interview:
"My sister says that if I worked hard I could easily be the top student
in Singapore. So, I'm working towards that goal."

In addition to his family, friends and teachers have high expectations of him
too, as indicated in his writing in the 'Me' box:
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"They expect me to be the top student. "
He also stated during the interview that his friends believed very strongly that
he would "definitely be one of the top students in Singapore for the PSLE exam."
When questioned about his feelings of being faced with such high
expectations, he said with a smile, "it is good and bad" and added:

"Well, it's good in a way for it gives me the drive to work hard and
sometimtts it's a bit of a pressure that! might disappoint my mother
and my sister."

During the interview, he mentioned that his most frightening thought is the

"fear of disappointing his mother" if he is not "one of the top ten students of the
PSLE" and it is reflected in his writing in the 'Me' box as well. He has also written
that he is worried about losing his mother in an accident.
When questioned if he was attending any tuition or special classes in addition
to the GEP, he shook his head and said that presently he did not have any and that he

used tn go to a private centre that provided mathematics enrichment programs. He
elaborated:
"I used to go to the Abacus program when I was in the former school
because I was bored in my maths class. Yes, I enjoyed the program."

In his 'Me' box reflections, PA-l wrote about his strengths as being very
good at solving maths quizzes and problems and being good at playing chess. He has

also written that he is a fast reader and that he is good at computer programming.
He wrote of his weaknesses in the 'Me' box as:
"Not good at Chinese and Science and must work harder at night
too."
He explained during the interview that he felt that he was rather weak in his
Chinese and Science subjects and that he should stay up late at night to revise these
two subjects. However, he admitted that he got tired easily and could not stay up as

late as some of his classmates and considered this to be a weakness.
When selected into the program, PA-l was excited and could not believe it.
He further expressed his feelings when selected as:
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"I kept asking myself why I was selected. l don't think that I'm special
or different. But I was very happy to learn that there were many
projects and challenging programs provided in the GEP. My sister
was very helpful when l first joined the program as she was also
selected. "
He feels that he is very confident after being selected to be in this program.
He also feels that it is very challenging and that he has more friends in the program.
He acknowledged that he did not have any close friends before in the mainstream and
that he used to feel bored. He also mentioned that he did not like the teachers

repeating the same stuff. He feels more confident to ask questions in this program
and elaborates:

"The teachers understand me better and they have more time for us
because it's a small class."

5.3.1.2 (PA-2) Pupil from SCH-A
PA-2, 10 years old is a Singaporean who speaks Mandarin and English. She
was offered a place in the Gifted Education Program and transferred to the current
school since her previous school did not offer the Gifted Education Program. Her
interest is in playing the piano, playing Netball and reading storybooks. An avid

reader, she reads up to seven books a week. She elaborates:
"!love to read books, in fact I read books all the time whenever l get
the chance, during lunch, dinner, recess, at school, even in the toilet.
Sometimes l hide a storybook under my pillow before going to bed
and read it when everyone else is sleeping."
When questioned about having to hide her storybooks she explained:

"Oh, it's because my dad says that I spend too much time reading
storybooks and that I rush to finish my homework so that l can go
back to reading my storybooks. "
PA-2 enjoys reading real life stories from the Reader's Digest and mystery
books.
She lives with her parents and her older brother and describes her family
members as being very supportive of her in everything she does. She further
explained:

"Whenever I have ti project, my dad teaches me ways to improve it
and my mom helps me find useful resources. My brother who is I6
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years old helps in the computer area. He helps me to search for
information from the Internet. My dad also showed me how to do a
presentation using the computer."
She also added that her parents were very proud of her being selected to join
the GEP. She explained:
"My parents expected my brother to get into the program too but he
was not selected. They were quite disappointed when my brother
missed out. They were very happy when I received the offer letter.''
She also mentioned that her cousin was also offered a place in the GEP. She
found that it helped her to gain an idea of the program even before joining it. Her

relatives were very happy for her as well.
When probed about her feelings about the expectations of her fantily,
rel~tives

and friends in relation to her grades and education, she explained that her

father was very understanding. She stated:
"My family, relatives and my friends all expect me to do very well in
the PSLE exam. They expect me to be one of the top students in
Singapore."

This coincides with her reflection in the 'Me' box:
"All my relatives say that I'm very smart. They say that I'm special
and that I am really t(l/ented. Everyone expects me to do very well in
my PSLE exam. My mother usually places very high expectations. My
father is more understanding."

She also wrote about her teachers' and friends' expectations of her:
"My teachers in the program are very encouraging. They expect me to
work hard and do my best. My friends expect me to be one of the top
students in my school. "
She shared her feelings about the expectations of her family in the following

manner:
"My mother always asks me to revise my work but I a/ways prefer to
read story books instead of revlsing what I have already learnt in
class. I think ;ny mother expects a lot more than my father. My father
wouldn't mind too much if I didn't do so well in the exam but my
mother will be heart broken./ don't want to disappoint her. Yes, it is
a pressure especially with my relatives because my mother always
says that she won't be able to answer them if I didn't do well."
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She elaborated that she liked her friends' high expectations to a certain
extent:

"I like it because I don't have to worry that I will be made fun of."
She explained that she did not have any tuition classes and that she would
hate the idea of having one. She also added that she tried not to think of the exams as
she just dreaded the thought of not doing well and stated that it was the most
frightening thought.
She also stated that she disliked homework and staying back after school for
meetings most. She felt that it gave her very little time to read books.
When questioned about how she felt about herself, PA-2 stated that her
friends thought that she was very friendly and added:
"lam a confident person when I know what the work is about. I feel
that I could do something to be more helpful to the society. Everyone
has something special about himself or herself. I haven't discovered

mine yet."
In her reflection in the 'Me' box, she has written about her self-expectations:

"/ expect to do well in all my projects, schoolwork, tests, activities
etc. "
When selected into the program, PA-2 had mixed emotions. She felt sad to
leave some of her former friends from the mainstream school and felt very happy and
excited to be offered a place in the GEP. She also confided that she had not believed
it initially and that she had suspected that there must have been a mistake.
5.3.1.3 (PB-3) Pupil from SCII-B
PB-3, 9 years and 10 months old, is a Permanent Resident of Singapore, but
was born in Taiwan and speaks in Mandarin and English. She joined her current
school when she was offered a place in the Gifted Education Program. Her interests
lie in reading storybooks. She added:

"I love to read fiction type books and whatever I can get my hands on,
I don't have any particular favourite author. It's very relaxing."
She also enjoys tap dancing and modem dancing and she is learning to tap
dance at a dancing school close to home.
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Her father is an insurance agent and her mother is a lawyer, she spoke of her
siblings thus:

"My brother is six years old and my sister is four years old. My
brother and my sister are both very irritating and they always disturb
me when I'm busy with something. I like to read quietly and they often

make a lot of noise around me."
When questioned about her family's support with her schoolwork, PA-2
explained:

"My father and my mother are usually very busy. My father will help
with my schoolwork if I have a problem. "
PA-2loves her grandmother a lot and enjoys sharing jokes and discussing

stories that she wrote.
Wben probed about her feelings about the expectations of her family,

relatives and friends in relation to her grades and education, she stated:
"My father always says that I should do my best and if I have done my
very best then I should not worry about my results, it doesn't matter
what I get. The most important thing is that I did my best. But my
mother expects me to get very good grades."
She also stated that she had private tuition at home twice a week and that she
disliked it, since it gave her very little time to relax after completing her schoolwork
and her tuition homework. She had spoken to her mother about her dislike but said
that her mother insisted that she should have the private tuition so that she will be
able to compete with the other students in the GEP and do well in her exams. She
added:
"I think my mother and my grandmother expect a lot from me."

Similar feelings are also reflected in her writings in the 'Me' box.
She had also written that her mother expected her "to be studying or doing

homework all the time" and that she hated it.
Her most frightening thought was to disappoint her mother if she got low

grades in her exams.
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She also wrote in her 'Me' box that she was worried about her Chinese and
Mathematics exams and about having to sit for such difficult exams in the program

when she was going to sit for the same exams as the other mainstream students.
On the whole, she felt that her father, her friends and teachers from the GEP

were more understanding and that they did not pressurise her.
She also mentioned that she felt confident when she was "around older
people or with friends from the Gifted Education Program." She confided that she

usually became "rather quiet" when she was "around very young kids." She
explained:

"]feel that they irritate me a lot."
She wrote in her 'Me' box that her strengths were being able to "dance well",

being "very friendly" and being "talented in acting. " She wrote that her weakness
was being "poor in Chinese" and not being good at Mathematics and feels that she

cannot understand some of the problems.
She also wrote in her 'Me' box that she expects her friends to "be loyal and

truthful" and "be supportive" and understanding. She wrote that she expected her
mother to "not push" her and to allow her to do what she wanted to do and not force

her wishes.
When selected into the program, PB-3 was overjoyed to learn that of all the
students in her former school, she was "the only one to be selected." She said that
she felt sad to leave some of her former classmates. She said that her mother was
very proud of her and that her father was pleased about the offer. She elaborated:

"We went out to eat at a fancy restaurant for dinner. We didn't call
my relatives straightaway because none of my cousins got into the
program and my mom felt that they might feel jealous about it."
Sutiling, she said that she called her grandmother and told her about it when
she returned that night and that her grandmother was very proud and happy for her.
She explained that her grandmother advised her to take up the offer immediately and

that it was "a once in a life time chance."
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5.3.1.4 (PB-4) Pupil from SCH·B
PB-4, 9 years and 8 months old, is a Singaporean who speaks Mandarin and
English. On being offered a place in the Gifted Education Program she joined the
current school. Her interests arc playing basketball, badminton, drawing and reading
detective storybooks. She elaborated:

"I enjoy reading a lot. Love to read detective books because I wam to
be a detective or join the police force when I grow up. I lovu to read

Caroline Keen's books."
She has a younger sister who is in Nursery and said that she was "quite
annoying" and that she was always disturbing her when she was trying to study or

work quietly. Her mother helped her with schoolwork. Her father encouraged her to
play sport. Her favourite pastime was to play basketball with her father during the
weekends. Sh" elaborated:

"It's really fim to play with my dad and I always lookfonvard to the
weekends to play with him for it gives me some time to be with my dad
alone."
She also talked of her feelings about her parents' expectations in relation to
her grades and education. She explained that her father never pressurised her in any
way and that it was her mother who checked her "schoolwork, test papers and report

cards." She stated that her mother followed her grades carefully to monitor her
performance in the GEP. She elaborated:
"My mother wams me to go to mze of the top schools in Singapore for
my secondary education. I have tuition at home three times a week for
maths, science and Chinese. My mother says that it is a must and that
there's no question about it. I find that it takes up most of my time and
that I have too much work to do from school and fmm tuition. I wish
that I didn't have tuitions. Sometimes I wish that my mother did not
have such high expectations because I don't want to disappoilll her if
I didn't get into one of the top schools in Singapore after PSLE."

Similar feelings to the ones mentioned above have been reflected in her 'Me'
box writings that her father "says to take it easy" and that her mother wants her to

"do well for PSLE."
She expressed that some of her friends from the mainstream school also
expect her to be one of the top students in Singapore for !'SLE. She shared:
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''I wish that they wouldn't say that because I don't like such high
expectations from them and I just walll them to treat me in the .vame
manner as they treat my other friends."

She talked of her friends' expectations from the GEP:
"My friends in the program don't place such high expectations

011

me,

they seem to understand how I feel for I think they are also going
through the same problem with their family and friends."

Similar feelings have been expressed of her friends' expectations from both
the mainstream school and the GEP.
Her most frightening thought was "not getting into one of the top secondary

schools after PSLE. " She explained:
''That would really crush my mother's hopes and she'll be so
disappoimed. I don't know ho•' I'll be able to face her if I failed to get
into one of the top schools. She's sure that I will do very well in my
PSLE."
The writings in her 'Me' box reveal that she is concerned that her "parents

should be proud" of her, that the "world should be a safer place to live" and that
"there should be no crimes in the world."
She has also written that her strengths are that she is an

"easy~ going,

confident andfrie1ldly" person and that she is "good at many games, drawing and
writing poems."
Her writings are similar to those mentioned during the interview:

"I feel very confident about myself especially after being selected into
this program. Yes, I think I am special in the sense that I can draw
very well and can write poems. "
Her writings reveal that her weakness is being "very poor" in Chinese and
not being able to "remember all the characters", not liking it and finding it to be

"too boring." She also mentioned during the interview that she disliked "Chinese
homework" because it was "too time consuming" and that it made her feel very tired.
She also feels that it is a waste of time and elaborates:

"There are so many other useful things that I could be doing. My
mother makes the situation worse by forcing me to complete it first."
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She was ecstatic when her mother informed her of being offered a place in
the GEP and thought that her mother was kidding when she first told her. Her father
was also surprised. She elaborated:

"My mother received a phone call first from my principal before
receiving the offer leuer so I couldn't believe it till! actually saw the
offer letter and was full of joy when I saw it. My grandmother was
very happy and she always expects a lot from me. "
With a big smile, PB-4 said that her proud father who had promised a video
camera before the selection test bought one for her after receiving the news of her
offer.
5.3.1.5 (PC-5) Pupil from SCH-C
PC-5, 10 years old, is a Singaporean who speaks Mandarin, Hokkien and
English. He was offered a place in the Gifted Education Program and did not have to
transfer to a different school since his school offered the Gifted Education Program.
His interests are in playing computer games, chess and reading books. A very good
chess player, he has taken part in many chess competitions. He elaborated that
playing chess was his favourite pastime:
"[enjoy playing chess the most, especially when I have just finished
my homework. It gives me a kind of refreshing feeling."
Fantasy books interest him most. He explained:
"/like fantasy books as there are many unexpected events in the story
and as you read more, you can't seem to stop. My favourite author is
J.K. Rawling, the author of 'Harry Potter'."
He has a four-year-old brother and feels that "he is not very fun to be with."
He elaborated:
"He is always crying and likes to disturb me all the time."
His parents provided assistance with his schoolwork only when necessary and
they always made sure that he had made an attempt to do it himself first on his own.
His parents never pressurised him in any way and they always encouraged him to
make an attempt first and to try his best. He spoke of his friends:
"They are ok. They are fun to be with and we seldom talk about
exams."
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He was deeply concerned about various "problems around the world", the
PSLE being an "unfair system", exams and Chinese being "very difficult" as
reflected in his writing in the 'Me' box. He also mentioned during the interview that
his most frightening thought was that the world was "coming to an end soon with

globa/wanuing. flooding. ozone depletion, pollution and famine.''
He dislikes homework given during Chinese classes and explained:

"I feel that it is a total waste of time when you could do something
more useful. It's very difficult to remember all the characters and very
time consuming. We don't need it really to solve the many problems of
the world. I find it rather irritating at times."
When questioned about how he felt about himself, PC-5 stated:

"Well, I know I am not so good at my studies, but I feel that even if I
don't do well in my studies, it doesn't mean that I'm stupid. I think I
know a lot of stuff but don't know how to do well in the exams. I know
a lot more than many of my previous classmates and friends and feel
confident about myselffor that."
He believes very strongly that he is special since he is very good at playing
chess and because he does not lose his temper easily.
He also wrote in his 'Me' box that he is "confident, friendly, easy-going,

popular and proud." His writing also reveals that he expects himself to be "loyal to
the country" and to "strive for the best and to believe that he can do it."
He confided that when he first learnt that he had been offered a place
in the GEP he was "really shocked and couldn't believe it." He
admitted that he "didn't feel sad or nervous" since he "did not have
to move to a new school" as his school offered the GEP.
5.3.1.6 (PC-6) Pupil from SCH-C
PC-6, 10 years old, is a Singaporean who speaks Mandarin and English. He
was offered a place in the Gifted Education Program and transferred to the current
school, as his previous school did not offer the Gifted Education Program. His
interests are in cycling, collecting stamps, roller-blading and reading books. He
enjoys reading various magazines such as "The Times Magazine, Reader's Digest

and the National Geographic."
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He elaborates:

"It helps to explore the !'r'crld and /earn about new inventions and

learn more abom the latest world issues."
Cycling was his favourite pastime:

"It feels like escaping all the troubles of the world when I cycle fast
with the wind blowing."
PC-6Iives with his parents and two sisters, one older and one younger. He
admits that he prefers to hang around with his older sister who is 15 years old and
says that "she is cool." He further explained:

"She is very good with the computers. She wants to be a programmer.
She was also selected for the Gifted Education Program when she did
herPSLE."
His sister also assisted him with his schoolwork when he encountered any
difficulties. He talked of his younger sister:

"/play with my younger sister sometimes who is 5 years old, but she
can be very irritating at times. She always messes my things up and
likes to draw on my work that makes me so mad. She is very babyish."
When probed about his feelings about the expectations of his family, relatives
and friends in relation to his grades and education, PC-6 appeared to worry that his
parents and relatives had very high expectations of him. He also mentioned:

"My sister did very well when she sat for the PSLE exam and 1 must
do just as well or even better than how she did. My parents say that I
can do it and that I have the capacity to do it. I don't lazow, sometimes
I get very worried that I might let them all down."
Despite his dislike of tuition, he receives tuition for Chinese and Science. He
elaborated:

"I don't/ike it but it can't be helped. My parentsfeelthat I need it so
that I will be able to do well in the exams. "
Similarly, he wrote in his 'Me' box that everyone had high expectations of
him and that he was worried about it. He also wrote that he did not want to
disappoint his parents.
He felt that his friends in the program were the only ones who actually
understood him. He also added:
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"My friends don't put any pressure on me by having high
expectations."
He confided that the most frightening thought for him was the thought of
failing his exams and also stated that he disliked exams and feared forgetting
everything he had learnt just before sitting for an exam.
He feels that he "is a little proud." He explained:

"1 don't like to hang around with my former classmates. I feel like I
don't have much to say to them and they say that I am very proud
since I joined this program."
He also believes that he is special and elaborated:

"I'm special in that I can remember things very easily compared to
my classmates in this program and my former classmates. I can
remember almost exactly what the teacher said during the class. I feel

confident about myself. But I can't remember all the Chinese
characters and that's why I find it very difficult to cope in my Chinese
class."
He also admitted being surprised when receiving the offer to join the GEP:
"I couldn't believe it and was thrilled at the thought of going into the
gifted program even though I didn't really /maw a lot about it."
He also explained that his parents were very proud of him and that they
shared the good news with all their friends and relatives immediately. He also added:
"I received many calls congratulating me from friends and relatives."
He wrote in the 'Me' box that he was confident, friendly, hardworking, an
avid reader and that he knew how to play many games. He also wrote that he was
weak in Chinese and that he did not like the music classes in the GEP as he found
them boring.
He also wrote about his expectations of others:
"Parents should not pressurise their children. Teachers should
always be facilitators and not robots."
His writings revealed that he felt that his role as a classmate was "to be
helpful and understanding towards others' feelings." He also wrote that his role in
school was to "uphold his school's name." He felt that his role at home was to r.oake
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his "parents proud of him'' and his role in the society was to "make it a better

place."
Table 2.
Summary Profile of Pupils
Code

Gender

Age

School

Comments

PA-l

Male

10 yrs

SCH-A

From a different school. Interests collecting coins, working on mathematics
quizzes; reading books and playing chess.
Member of school chess club.

PA-2

Female

10 yrs

SCH-A

From a different school. Interest- playing
the piano, netball and reading storybooks.

PB-3

Female

9yrs
10 mths

SCH-B

From a different school. Interest- reading
storybooks, tap dancing and modern
dancing.

PB-4

Female

9yrs
8 mths

SCH-B

From a different school. Interest- playing
basketball, badminton, drawing and reading

detective storybooks.
PC-5

Male

10 yrs

SCH-C

Same school. Interest- playing computer
games, chess and reading books.

PC-6

Male

10 yrs

SCH-C

From a different school. Interest- cycling,
collecting stamps, roller-blading and reading
books.

In summary, five of the six students had previously attended mainstream
schools and all were pleased and excited to be chosen to be included in the GEP.

Whilst there was variation in their interests, all mentioned the enjoyment they
derived from reading. Five of the six students found younger children irritating and
all felt under pressure to excel academically due to the high expectations of their

parents and/or others.

5.4 Summary of the six students' 'Me' box writings

The writings of the children were categorised into the following groups:

Experiences prior to identification (Figure 4), Experiences since Identification
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(Figure 5), Expectations of students by others (Figure 6), Self Expectations (Figure

7), Students' expectations of their teachers', their parents' and their friends' roles
(Figure 8), Self Image: Strengths and Weaknesses (Figure 9) and Concerns (Figure

10).
Experiences prior to identification

PA-l:
Hated pre-school and
primary school
experiences.

Felt unhappy and lonely
there.
Students were very

mean, called names and
said that he was
complicated including
some teachers.
Lessons were very

boring, unchallenging,
not motivating.

I
PB4:
Not many good friends.
Strict teachers and
boring lessons.

PA-2:
Did not have many
friends and played with
clay or read books in pre
school.
Favourite teacher-

PB-3'
Did not enjoy going to
preschool.
Felt miserable and

unhappy.

schooL
Classmates made fun.
Boys were horrible,
mean and passed unkind
remarks.

Was taught by mother at
home.
Not many pleasant
memories of former
primary school.
Bullied and picked on
by boys.
Lessons were boring.
Only one good friend.

I

I

English teacher.
Felt lonely and left out
in fanner primary

Pe-s,
Fewer friends in
preschool and felt that
they were childish.
Many friends in primary
school (1-3).
Work was boring.

PC-6'
Liked English and Art
teachers.
No pleasant memories
from fanner primary
school.
Felt lonely at times and
did not have many
friends.
Cannot remember any
friends from pre-school.
Classmates were mean
in former primary
school.

Figure 4. 'Me' Boxes -·Experiences prior to identification

5.4.1 Summary of Experiences prior to Identification
It may be seen from Figure 4 that all students reported having disliked their
previous schools and feeling unhappy or lonely. Four of the six students also
mentioned finding the schoolwork boring.
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Experiences since identification

PA-l'
Great school wilh
challenging lessons.
Variety of teaching
methods used.
Kind, patient and
understanding teachers.
Friendly and
understanding friends.

I
PB-4:

Many pleasant
experiences.

Many new friends.
Friendly atmosphere.

PA-2:
Do not have to put up
with unkind remarks.
Friendly and
understanding teachers.
Does not have to

Positive- More
individual attention
given by teachers.
Negative-Too much
homework given for

pretend to not know the

Chinese.

answers.
Proud to do well in this
program.

Physical Education
classes and Art classes
lack creativity.

PB-3'

I
PC-5'
Pleasant, challenging,
stimulating, motivating,
thrilling and fun.

I
PC-6:
Teachers: Fun,
challenging and more

intelligent.

Peers: Friendly,
understanding and
smart.
Lessons: More
interesting, enriching
with variety and
interesting fieldtrips.

Figure 5. 'Me' Boxes - Experiences since identification

5.4.2 Summary of Experiences since Identification

In contrast to their previous schooling all the students now expressed
satisfaction with school, citing new friends, interesting lessons and understanding
teachers among reasons for their satisfaction.
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Expectations of ~tudents by others

PA-l:
Both his mother and
sister have high
expecliltions.
Feels that it is good and
bad.
Worries about
disappointing them,
Friends and teachers
have high expectations
as well.
They expect him to be
the top student.

PA-2'
All her relatives say that
she is very smart,
talented and special.
Everyone expects her to
do well in the PSI.E.
Mother has high
expectations, father is
more under.ilanding.
Teachers expect her to
work hard and do her
best and friends expect
her to be one of the top
students in her school.

PB-3:
Parents and relatives
expect her to do very
well (especially her
mother and
grandmother).
Dislikes the fact that she
is always expected to be
studying or doing her
homework at atl times.
Friends in the program
do not pressurize her.

I

I
PB-4:
Father says to wke it
eosy.
Mother wants her to do
well for PSLE.
Mainstream friends
expect her to be one of
the top Singaporean
student.
GEP friends do not have
such high expectations.
They are more
understanding.

PC-5'
No expectations from
others.

PC-6:
High expectations from
everyone.
Causes him to worry for
he does not want to
disappoint his parents,

Figure 6. 'Me' Boxes- Expectations of students by others

5.4.3 Summary Expectations of Students by others
A major concern for all the students except for PC-5 appears to be that that
they are constantly surrounded by high expectations from others which causes them
to worry about not meeting their parents' expectations (Figure 6).
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Self Expectations

PA-l:
Must be the best in
everything ami compete
with peers in a friendly
manner.
Uphold school's name
and be one of the top
students in Singapore
for the PSLE.
Become a world famous
civil engineer.
Help the poor people
and control child labour.
Must respect all races.

PA-2:
Expects to do well in all
her projects,
schoolwork, tests,
exams, activities and so

I

I

PB-4:
To be the best in
everything she does.
To be active and
participate in all
activities
enthusiastically.

PB-3:
(Did not write any
comments)

on.
Should make her parents
proud of her and never
hide anything from
them.
Should be grateful to her
teachers.
Should respect all races.

PC-5:
Does not pressurize
himself.
Should be loyal to his
country.
Should strive for the
best.

I
PC-6:
His role at home is to
make his parents proud
of him.
His role as a classmate
is to be helpful and
understanding towards
mhers' feelings.
Expects to uphold his
school's name.
His role in society is to
make it a better place.

Figure 7. 'Me' Boxes -Self Expectations

5.4.4 Summary of Self Expectations
Four of the six students appear to set high standards for themselves and
expect to be the best in everything they do. It may be seen from Figure 7 that the
students expect themselves to respect all races, uphold the school's name and ensure
that their parents are always proud of them.
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Students' expectations of their
teachers', their parents' nnd their
friends' roles

PA-l:
Expects teachers to be
facilitators, kind and
understanding.

Be well prepared and
conduct research prior to
presenting lessons.
Parents should be
responsible and attentive
and should be more
caring, tolerant and
patient towards each
other.

PA-2:
Expects teachers to
facilitate learning for all
children and make them
feel welcome and equal.
Expects friends 10 have
friendly competitions
among themselves.
Expects friends to be
Joyal to one another.

I

I

PB-4:
Expects teachers to
know their work well.
Feels that parents should
not be very pushy.
Expects friends to like
her for who she is and
that they should be
understanding.

PC-5:
Expects family to trust
him and understand his
feelings.
Expects teachers to
know their "stuff'
before teaching and that
they should encourage
risk-taking.

PB-3:
Expects teachers to
provide interesting, fun
activities and be
approachable, creative
and provide ample
hands--on experiences.
Friends should be Joyal.
truthful, supportive and
understanding.
Expects her parents to
not push her and to
allow her to do what she
wants.

I
PC-6:

Expects parents to not
pressurize.
Expects teachers to be
facilitators and not be
"robots",

Figure 8. 'Me' Boxes - Students' Expectations of their teachers', their parents'
and their friends' roles

5.4.5 Summary of Students' Expectations of their Teachers', their Parents' and
their Friends' Roles
Being a facilitator and being confident and well prepared appears lo be the
main expectations of the students of their teachers. The students also appear to expect
teachers to possess other qualities such as being kind, understanding, fair in their
treatment of children, interesting in their teaching methods and approachable. Three
of the students appear to feel that parents should not push them their children too
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much. Friends are expected by most students to be loyal, supportive, understanding
and to engage in friendly competitions.
Self-image
Strengths and weaknesses

PA-l:
Strengths:
Excellent problem
solving skills and is very
good at playing chess.
Avid reader and good
with computer

programming.
Weaknesses:
Feels that he needs to
improve in his Chinese

and Science subjects and
that he should work

harder at night as well,

PB-4:
Strengths:
Her easy.going nature,
friendliness and
confidence.
Good at playing several
games, draws well and
writes poems.
Weaknesses:
Feels that Chinese is her
main weaknesses and
finds it difficult to
remember all the
characters.

PA-2:
Strengths:
Avid reader, plays the

PB-3:
Strengths:
Can dance and act well.

piano well and started to

Feels that she is talented
in acting.

read and play the piano
from the age of 3
(according to mother).
Weaknesses:
Chinese, hates to do
doing anything other
than reading storybooks.
Considers revising as a
waste of time.

Is very friendly.
Weaknesses:
Considers herself to be
poor in Chinese and not
very good at
Mathematics.
Finds it difficult to
understand some the
mathematics problems.

I

I

PC-5:
Strengths:
Confidence,
friendliness, easy-going
nature and popularity.
Weakness
Proud nature.

PC-6'
Strengths:
Confidence and
friendliness.
Hardworking character.
Avio:! reader and knows
how to play several
games.
Weaknesses:
Chinese.
Does not like Music
classes and finds them
boring.

homework and dislikes

Figure 9. 'Me' Boxes -Self-image: Strengths and Weaknesses

5.4.6 Summary of Self-image: Strengths and Weaknesses
All the students appear to be aware of their strengths and being avid readers
appear to be one of their main strengths for three of the students and it appears that
for five of the students, Chinese seems to be their main weakness.
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Concerns

PA-l:

PA-2:

Concerned about the

Concerned about the
PSLE and hopes to get
into one of the top
secondary schools in

problems in the world.
Worried about not doing
well enough for the
PSLE.

Singapore.

Worrieil about losing his

Concerned about world

mother in an accident.

issues such

a~

war,

hunger and diseases.

PB-3:
Is especially worried
about her Chinese and
Mathematics exams.
Is concerned about
having 10 sit for the

same exam as the
mainstream students for

PSLE.

Concerned about how

Singapore is going to
survive with no natural
resources.

I
PB.-4;
Feels that her parents
should be proud of her.
Concerned about the

crimes taking place in
the world.
Wants the world to be a
safer place to live in.

I
PC-5:
Concerned about exams
and finds them very
difficul:.
Concerned about
Chinese being very
difficult.
Concerned about PSLE
feels that it is an unfair
system.
Concerned about the
problems around the
world.

I
PC-6:
(Did not write any
comments)

Figure 10. 'Me' Boxes- Concerns

5.4.7 Summary of Concerns
The major concern of these gifted informants is doing well in the PSLE. Four
of the six students also expressed concern over world issues (Figure 10).
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5.5 Reseuch Question I:
What Provision is made for Young Gifted Children in Singapore?

5.5.1 Gifted Children's PO'imary Needs
Essentially gifted children have two primary needs. The first need is to feel
comfortable with themselves and with the differences that concurrently open
potential and crca.tc complexity. The second need is to develop their full potential.

Gifted children have a strong intemal drive to develop their individual abilities
(folan, 1990). Several researchers indicate that a vast majority of gifted children
receive most of their education in regular classroom settings (Cox, Daniel & Boston,
1985). Unfortunately, research also tells us that often instruction provided in the
regular classroom setting does not cater •_o the gifted children's individual and unique
needs (Archambault, 'Westberg, Brown, Hallmark, Zhang. & Emmons 1993; Cox,
Daniel, & Boston 1985; Westberg. Archambault, Dobyns, & Salvin 1993). Therefore,
leaving gifted st'Jdents in regular settings is putting them at risk of failing to achieve
their full potential (Parke, !992). Indeed. research reveals that several gifted students'
achievements are far below their expected kvel in the reguiar classroom setting
(Ness & Latessa, 1979).
Hence, the challenge for policy makers, educators and parents of gifted
children in Singapvre is twofold. Firstly, Singapore's gift:d and talented young
children must have a full service education as suggested by Parke ( 1992) if they are
expected to flourish in the way in which they are capable. Secondly, it is essential
that s;ngapore's young gifted children be provided with educational experiences that
are challenging and appropriate to their unique individual needs and achievement
levels. Hence, it is very important to investigate the current provisions available for
young gifted children in Singapore.

5.5.2 Significance
It is essential that parents and educators work together in order to achieve
healthy emotional as well as intellectual growth of the gifted child. However, in order
for these children to fully benefit from this combined effort, it is important that
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parents be aware of the provision made for young gifted children in Singapore and
the expectations and goals of the Gifted Education Program.
Indeed. as mentioned earlier in chapter one, it is essential that there be
congruence of expectations so that children arc given appropriate guidance, to
maximise their chances of fulfilling their potential (Webb, I999). Hence, it is
~ssential

to assist parents of gifted chilt.lrcn to better understand the current GEP in

Singapore and the availability of programs fur gifted children who are too young to
sit for the Screening Test in Primary 3. so as to be ahie to cater to their gifted
children's needs. It is also important to provide an overview of the provision made
for young gifted children for anyone who is interested in the gifted education field for
future research. Data gathered from the MOE documents as well as from the
interview session with the policy maker are the main sources that infonn the
following discussion.

5.5.3 Provision for Gifted Children (10 Years Old)
In its aim to nurture talent and maximise the potential of all children, the

Ministry of Education in Singapore has introduced special programs such as the
Gifted Education Program, the Humanities Award, the Science Research Program,
the Music Elective Program, the Art Elective Program and the Language Elective
Program (Public Affairs Branch. n.d.).
5.5.3.1 Aim< of the GEP
The main aim of the Gifted Education Program is to meet the intellectual
needs of gifted children and to provide an enriched curriculum within a stimulating
and interactive environment (Gifted Education Branch, 200le). Intellectually gifted
children are identified hy the Gifted Education Branch (GE Branch) of the Ministry
of Education (MOE) as .. having high potential, either in general intellectual ability or
in having a specific aptitude" (Ministry of Education, 1999. p.8).
During the interview, Razak, the Assistant Director in the GE Branch,
explained that there were six main goals of the Gifted Education Program and that
they were divided into two groups of "meeting pupils' cognitive needs" and

"mee(ngs pupils' affective needs."
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As indicated by Razak, according to the Ministry of Education ( 1999), the six
goals of the GEP arc:

Meeting pupils' cognitive needs
• To develop higher-level thinking processes commensurate with
the child's intellectual ability.
• To nurture creative productivity.
• To develop skills, processes and attitudes for self-directed lifelong
learning.
Meeting pupils' affective needs
• To enhance the child's self-concept and ao;pirations for selffulfilment.
• Tu encourage the development of a social conscience and a sense
of commitment to contribute to society.
• To develop leadership qualities (p. 4).
5.5.3.2 GEP catering for the children's social/emotional development
Razak also mentioned that the GEP aims for the whole development of gifted
children and that it nurtures them in their personal, social and moral development
through the Affective Education Programme. He further explained:

"The Affective Education Programme comprises Civics and ."ttara/
Education, Pastoral Care and the Community Involvemetll
Programme."
The Ministry of Education (1999) states that the main themes covered in the
Civics and Moral Education curriculum are:
•
•
•
•
•

self-understanding and self-improvement,
interpersonal relationships,
group-building,
learning skills, and
social and cultural awareness (p. 18).

According to Razak, in primary schools, Pastoral Care is led by the teacher in
the form of small group discussions. Specific needs of the children are addressed
during these sessions.
The Ministry of Education ( 1999) states that the Community Involvement
Program aims to nurture in children a social consciousness and a sense of
commitment to the community. It allows the children to:

•
•
•

understand the needs of the community and the country,
respond to some of the needs by engaging in voluntary service and
contribute to the well-being of others (p. 19).
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Razak also mentioned:

"In the GEP. leadership goals or qualities are established when the
older GEP children lead younger GEP children and in the program
there is a lot of community involvement such as cleaning heaches,
gardening, serving the colllt1llmity and finding the needs of the
comnumity. "
5.5.3.3 Enrichment
Razak explained that enrichment was the chosen means of differentiating the
curriculum for the gifted children. The GEP Enrichment Model is drawn from the
conceptual models of a number of gifted programs that are offered around the world
(Gifted Education Branch, 2001 f). As mentioned by the Ministry of Education
( 1999), enrichment is accomplished through curriculum differentiation in four areas:
content, process, product and learning environment (Appendix 9 -The Enrichment
Model).
The mainstream school curriculum is the commencing point for the GEP
enrichment of gifted children. This is to ensure that the primary GEP students sit the
PSLE at the end of Primary 6 so as to facilitate students' re-entry into the mainstream
if they withdrew from the GEP (Gifted Education Branch, 200le).

Content. When questioned about the content area, Razak mentioned that the
children were given a more "advanced content" in order to provide a "hasisfor

more challenging enrichmelll and not for its own sake." He further elaborated on the
content area by adding:

"Since gifted children are generally very fast leamers, they can grasp
facts, concepts and information n·ithin a shorter period. This allows
for topics to be explored in greater depth and breadth. More
adv::mced topics are covered wiLe/lever it is needed. Pupils are
allowed 10 explore freely, 10 choose topics thar interest them. The
children are encouraged to investigate rea/.Jife problems."
Process. Razak explained that the process referred to the "mrious t£•achbzg
strategies to cater to different/earning styles", "the questions asked" and the "gifted
children's learning activities." He nlso added that the young gifted children were
provided with several opportunities to engage in research work and that in primary 4
the students concentrated mainly on developing skills needed to conduct
Individualised Research Study (IRS). He also added:
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"GEP de~·elops higher level thinking skills and provides variott.\'
opportunities for discovery learning, to learn through inquiry.
Provides several ,mwll group activities which emphasise teamwork
and collaboration. It also provides lots of hands·on experiences."

When questioned about the Individualised Research Study, he explained:
"IRS is based on the children's own passion, interest. Need not he
curriculum based. The aim of the IRS is to teach the children
investigati1·e skills so that they can be independent learners and it
nurtures creativity."

The IRS is a basis of the enriched curriculum for all the Primary 4 and 5
gifted children in the Gifted Education Program. It is based on the students' personal
interests and it offers several opportunities for students to pursue a self-chosen reallife problem. According to Razak, "constant feedback and guidance is provided to
small groups of students by a teacher-mentor." The students do not receive grades

on their report books for their IRS projects. However, outstanding projects are
recognised by their schools in several ways such as through certificates of merit and
prize awards (Gifted Education Branch, 2001g).
Razak also mentioned that young gifted children who displayed interest and
capacity to pursue projects at advanced levels of involvement were provided with
ample opportunities to work with professionals. He also stated that projects were
jointly organised by the GE Branch and tertiary institutions or professional
organisations in Singapore.
Product. Razak elaborated that the product referred to the "outcome of
learning" and that it was not just a summary of the students' learning and said:
"The program a:fo-..~·s freedom for creative expression. Pupils elm
present their work in many fonns such as reports, dramas, poems,
computer simulations etc."
The learning environment. In order to facilitate content, process and product

modifications, the learning environment or the physical &nd psychological setting has
to be modified (Ministry of Education, 1999). Razak illustrated the learning
environment as:
"The teacher is a facilitator rather than em instructor and the
environment is more learner·centred. It allows more risk·taking, more
opportunities for pupils to talk and interact among themselves or to

..
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the whole class and there are many opportunities for out~of-school
experience such as field trips, camps and community involvement
programs."
5.5.3.4 Curriculum
The GEP curriculum strongly emphac;ises "creativity and higher level
thinking skills"; it is more "intellectually challenging" and is more "learner-centred";
and teaching is more ''individualised" (Ministry of Education, 1999, p.l 0).
5.5.3.5 Enrichment programs
The young gifted children in Singapore are provided with several enrichment
activities and special programs. Various mentorship attachments, camps and other
out-of-class/out-of-school activities are organised by the Gifted Education Branch to
assist young gifted children in reaching their full potential. The main aim of these
activities is to develop self-directed, lifelong and independent learners (Gifted
Education Branch, 2001h).
5.5.3.6 Innovation program
One of the science programs available to the young gifted children is called
the Innovation Program and its main aim is to promote and nurture interest in
innovation among the young gifted children (Gifted Education Branch, 2001i).
The GE Branch also introduced another program called the GEP Computer
Program for young gifted children in 1998. Thr: main objective of this program is to
provide gifted students with the basic tools of rr in order for them to be skilled in the
use of computers when they reach secondary schools (Gifted Education Branch,
2001j).

5.5.4 Provision for Gifted Children (0 to 9 Years Old)
When questioned as to whether there was any special provision made for
children who displayed characteristics of giftedness before the screening test, Razak.
replied:

"Ministry of Education has no involvement in identification before
this age. Teachers and principals do the guiding. National University
Hospital has private psychologists and they do assessments. There is
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no provision but advice is given to parents. MOE has no involvement
in early identification. They can receive help from private schools
who have advanced reading and mathematics classes. Private schools
and celltres provide various programs."
Parents, who suspect that their child has knowledge and ability far beyond
those of other children of the same age, may send the child for an IQ test. The
Department of Social Work and Psychology in the National University of Singapore
conduct such tests for a fee and parents may also contact the Association for Gifted
Children for more information (Gifted Education Branch, 200la).

In addition to that, an organisation called Mensa compiles and provides
information for gifted children globally and in Singapore. Several Mensa groups
offer scholarsh •• ,g for gifted students. Membership is open to tho-se who have
obtained a score within the upper two percent of the general population on an
approved intelligence test, which has been properly administered and supervised. No
other qualification provides eligibility for membership (Mensa Singapore, 200la).
Mensa organises monthly meetings with pre-arranged themes, guest speakers and fun
activities for parents and gifted children as well. It also conducts presentations, which
address various issues such as recognis!ng giftedness in children, societal
expectations of giftedness, handling giftedness in order for the gifted children to
reach their full potential and issues that parents and teachers have to bear in mind to
avoid pitfalls.
The Morris Allen Study Centres have four main branches in Singapore and
they are as follows:
•

Jurong East Branch

•

Katong Branch

•

Newton Branch and

•

Tampines Branch
These centres specialise in providing English enrichment courses for children

from nursery to secondary level whose ages range from 3 to 16 years. The principal
of the Morris Allen Study Centres has a keen interest in identifying and developing
the gifted child and conducts lectures throughout Singapore on the education and
parenting of gifted children (Mensa Singapore, 200lb).
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The Morris Allen Study Centres only recruit fully qualified teachers with
experience. The expatriate teachers from Australia, the UK, New Zealand and the
United States of America provide an added advantage to the learning environment
with their vast experience and knowledge. They usc the Government Syllabus as a
guideline for planning English lessons (Morris Allen Study Centres, 200 I a). Their
lessons are conducted with various interesting materials and resources from England,
Australia and New Zealand. Their extension classes are targeted at the bright children
and they have more problem solving and creative thinking activities than in
mainstream schools (Morris Allen Study Centres, 200lb).

5.5.5 Conclusion
The GEP is committed to catering fo·: the intellectual needs of the selected
young gifted students and participation in the program is not meant to promote
feelings of superiority among the gifted students (Ministry of Education, I 999). At
the end of Ptimary 3 all the students are invited to sit for the Primary 3 Screening
Tests and the top l% (about 500 students) are selected to join the GEP at Primary 4
(Ministry of Education, 1999). The GEP is put into practice in nine selected
mainstream primary schools which provide the young gifted students with several
opportunities to interact with peers from the mainstream classes in extra curricular
activities, in addition to participating in the "rich non-curricular" programs offered by
these GEP schools (Ministry of Education, 1999, p. 25). This is to ensure that the
selected young gifted students have ample opportunities to interact with the other
mainstream students, as well in various other activities organised by the school.
The selected young gifted students receive a differentiated curriculum in selfcontained classes with each class averaging 25 gifted students. An important
component of the GEP is to develop the young gifted children's social awareness and
to create a sense of responsibility among the gifted students. The GE Branch of the
MOE only provides enrichment programs for the selected intellectually gifted
children from Primary 4 to Secondary 4. Various activities and programs such as the
Innovation Program, Computer Program, field trips, assignments and project works
referred to as IRS are part of the GEP curriculum. The activities are all designed to
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meet the interests and abilities of the young gifted students (Ministry of Education,
1999).
The GE Brauch of the MOE does not cater for a child who is too young to sit
for the Primary 3 Screening Test. As the GEP is not offered before Primary 4 in any

government or govemment~aided school in Singapore, parents have to search for
other means to provide for their gifted children if they suspect that they are gifted. As
mentioned previously, the NUS, the Association for Gifted Children, Mensa and the
Morris Allen Study Centres are some of the other organisations in Singapore which
provide some form of assistance such as counselling, advice, IQ tests or enrichment
classes to parents and their gifted children who are too young to sit the Primary 3
Screening Test. Various seminars, workshops and conferences are frequently
organised by these organisations in regard to parenting young gifted children in the
very early years and informing the public of the resources and teaching methods used
around the world to teach young gifted students effectively.

5.6 Research Question 2:
What are the Roles of the Policy Maker and Teachers of Gifted Education
in Singapore?

5.6.1 Success of Gifted Education Programs
Over the years, a growing number of studie:s have begun to focus on the
characteristics and roles of teachers of gifted students (Bishop, 1968; Whitlock &
DuCette, 1989; Hultgren & Seeley. 1982; Maker, 1975). Research indicates that

gifted students possess unique learning and social-emotional needs and that they
require a differentiated curriculum with an optimal learning envi•·onment (Chan,
2001; George, 1992; Webb, 1999; Kaplan. 1990). Teachers have a significant

influence on this learning environment and as a fl'.~ult, they play a critical role in the
success of gifted programs (Renzulli, 1968). Hence, "the characteristics. skills,

knowledge and training of teachers" in the GEP should be the main concern of all the
policy makers of the GEP in Singapore, in order for it to be a successful program for
gifted students (Chan, 2001, p. 197).
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5.6.2 Significance
It is essential that policy makers and teachers work together in order to
provide an optimal learning environment for the gifted children. Given the
fundamental nature of the relationship between the teacher and student in the
nurturing of giftedness, perhaps a solution to the challenge of matching the
appropriate teacher to the right child could be carried out by first examining the
teacher's own beliefs about learning, teaching and their role in the GEP.
This will provide an idea of how GEP teachers in Singapore perceive their

roles and if they coincide with the ev.IJectations of the MOE of Singapore and the
gifted students. It will assist current GEP teachers to gain an idea of some of the
critical teaching qualities expected of teachers of gifted children indicated in research
on gifted education. It will also assist anyone else who might be interested in the
profession of teaching gifted children to gain an idea of the critical teaching qualities
and roles expected by the MOE of Singapore, teachers of GEP, gifted students of
GEP and the research evidence. It is essential that there be congruence of
expectations ofteachei'5' roles among policy makers, teachers and gifted children.
Data gathered from the MOE documents as well as from the interview sessions with
the policy maker and the six GEP teachers and the six GEP children's 'Me' box
writings are the main sources that inform the following discussion.

5.6.3 Policy Maker's Role
The GE Branch consists of a Deputy Director, two Assistant Directors and a
team of specialist officers. The main role of the Branch is to plan, implement and
monitor the GEP and to work together with the schools to accomplish the goals of
the GEP (Ministry of Education, 1999). The main duties of the team are to:

m

•

identify and select intellectually gifted students for the GEP,

•

design a differentiated curriculum,

•

coordinate special programs for intellectually gifted students,

•

select and provide appropriate training to GEP teachers,

•

monitor and implement the program in the nine primary schools, and

n

•

evaluate and conduct research on the GEP (Ministry of Education, 1999).
(Appendix 9 -The Organisation Chart for the GE Branch).
The GEP is offered in nine selected primary schools in Singapore to nunure

the intellectually gifted children. During the interview, Razak reponed that he

oversaw the implementation of the GEP in the nine primary GEP schools. His main
role was to:
"Implement and monitor the primary GEP; implement the enriched
curriculum; supervise research; evaluate, construct and administer
tests to select pupils for the GEP."
The roles of the policy maker and the teachers play a crucial part in providing
an efficient program for the intellectually gifted children in Singapore. As mentioned

by the policy maker during the intl!rview, his main role includes overseeing a group
of officers and curriculum specialists; as well as recruiting and training teachers.
Following on Vygotsky's line of thinking as mentioned previously in chapter
3, gifted students are rapid learners who reap benefits when they work with more
capable peers and receive instruction from more capable adults and the "only good
learning is that which is in advance of development" (Vygotsky, 1978 cited in
Bruner, 1985, p. 24). Policy makers and teachers need to provide a differentiated

curriculum for gifted children to meet their individual social and academic needs.
5.6.3.1 Differentiated curriculum

A crucial role of the GEP teacher is to provide a differentiated curriculum,
thus accommodating learning differences in gifted children. It is an important task of
the GEP teacher to identify students' strengths and use appropriate strategies to
address a variety of abilities, preferences and styles (McAdamis, 2000). This will

enable whole group discussions, small group discussions and various enriched
experiences for individual students (Tomlinson, 1999).
5.6.3.2 Benefits of differentiated instruction

According to several researchers, teachers who provide a differentiated
curriculum and instruction view gifted students as individuals with their own skills,
interests, styles and talents (Reis, Kaplan, Tomlinson, Westberg, Callahan, &
Cooper, 1998). They also emphasise that by providing a differentiated curriculum
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and instruction the teachers are able to eliminate or streamline content that students
already know and are able to replace it with more challenging material and activities
which are based on the gifted students' interests, individual academic ability and
needs (Reis, Kaplan, Tomlinson, Westberg, Callahan, & Cooper, 1998).
One of the main purposes of the study reported here wa'i to investigate the
provisions available for young gifted children in Singapore and the perceptions and
attitudes of the teachers and gifted students of the current GEP to detennine if it was
meeting the children's needs. In order to answer the question of whether the current
GEP in Singapore was actually serving the gifted children appropriately, during the
interview session with the policy maker, the researcher enquired about the provisions
that were in place in Singapore to take advantage of the young gifted children's
talents and gifts and how the policy maker knew if they were being implemented
properly in the GEP schools.
As suggested by Delisle (2001), in order to answer the question of how
appropriate the current GEP is in serving the gifted children's needs appropriately,
investigating the provisions available for young gifted children and describing the
provisions is insufficient. A much more infonned question is necessary and it would
be in what ways the program actually accommodated the young gifted children's
needs. As emphasised by Delisle (2001), gifted education is not a place so it is not
sufficient to simply ask if a program exists for young gifted children. The much more
complex question of whether or not the program challenges the young gifted
children, no matter the limit or extent of their gifts, and whether they are encouraged
to pursue their full potential, is essential.
Hence, in order to answer this complex question, an understanding of the
policy maker's role was crucial to determine how he ensured that the GEP's goals
and objectives were actually accommodated and achieved in the nine primary GEP
schools.

5.6.3.3 Recruitment of teachers
During the interview, the policy maker explained that the MOE, in its efforts
to ensure that the GEP teachers were capable of accommodating and achieving the
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GEP's goals and objectives, had a strict selection procedure for recruiting teachers
into the GEP. Razak explained:
"Teachers for the GEP are selected through interviews. Officers will
do the selection Teachets who are interested write to he considered.
They should have strong content knowledge of the subject that they
are to teach and the belief in Gifted Education and that the gifted
children need a different type of education."

5.6.3.4 Qualifications, expectations and training

For the primary teachers, the minimum qualifications are the General
Certificate of Education, 'A' Level Certificate and a Diploma-in-Education (Ministry
of Education, 1999). An invitation is sent out to teachers who are identified from the
mainstream to attend an interview with subject officers from the GE Branch.
Interested teachers may also apply directly to the GE Branch. Teachers who reveal
the prerequisite qualities for teaching gifted children are then observed teaching
children in their own class by two officers from the Branch. The Staff Placement
Branch will then post successful candidates to the GEP schools. The teacher is then
committed to the program for at least a year (Ministry of Education, 1999).
The policy maker further elaborated that to ensure that the selected teachers
were meeting the GEP's objectives and goals, a group of officials regularly
conducted observations of GEP teachers teaching gifted children in their classrooms
so as to:
"Monitor the effectiveness of their teaching strategies, questioning,
responding skills to students' questions, their tolerance for the gifted
children's curiosity and patience with gifted children."

Razak also explained:
"MOE conducted regular workshops, training sessions, conferences
and seminars to allow the GEP teachers to share their experiences,
gain new ideas from other GEP teachers in Singapore and to be
aware of the latest development in research related to the gifted
education field."

He stated that during the meetings, the GEP t<:achcrs were encouraged to
share how they achie·. od the learning outcomes and the challenges they faced in
meeting the students' needs.
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The GEP teachers who have taught in the program for 3 years or more, need
to complete these two courses: Curriculum Differentiation for the Gifted and
Affective Education for the Gifted (Gifted Education Branch, 2001k).
According to Razak:

"New GEP teachers need to attend a Foundation Course in Gifted
Education. Both currellt and new teachers attend the GEP Annual
Conference in November where the curriculum is reviewed and the
following year's curriculum is planned. Training is provided by the
officers from the Branch and sometimes by overseas consultants.
Some teachers are sent overseas on attachmellts to attend conferences
or courses in the field of gifted education."
Thus, the GE Branch at the MOE of Singapore is committed to ensure that the
O£P accommodates the young gifted children's needs. The Branch takes various
measures to ensure that the program challenges the young gifted children, regardless
of the limit or extent of their gifts. The Branch constantly monitors the teachers to
ensure that the gifted children are encouraged to pursue their full potential.
GEP teachers work closely and meet with the subject officers in the GE
Branch at the MOE of Singapore throughout the year to discuss both curriculum and
teaching approaches. Gifted education specialists and overseas consultants conduct
workshops locally and at times GEP teachers are also sent overseas for courses in the
field of gifted education or on attachment to gifted education programs (Ministry of
Education, 1999).
In line with answering the research question posed in the study rep0rted here,

the researcher not only wanted to gain an understanding of the teacher's roles, but
also to find out how they achieved the GEP's goals and objectives. The researcher
wanted to investigate what activities and curriculum options were provided by the
teachers to accommodate the young gifted children's intellectual curiosity, depth and
complex thinking and in what ways the gifted children were encouraged and given
the freedom to interact with one another.
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5.6.4 Tenchers' Role
5.6.4.1 Tenchlng chnrncterlsllcs that maximise young girted children's
learning
Researchers have for years been attempting to determine the characteristics
and skills needed for effective teachers of gifted students (Gowan & Bruch,
1967;Sisk, 1975; Maker, 1975; Seeley. 1979; Feldhuscn, 1985; Cross & Dobbs,
1987; Rogers, 1989; Christian, Denzin, & Betts, 1993 ). Teacher education and

training programs have been specially designed to ensure the development of the
necessary teaching characteristics and skills (Sisk, 1975; Maker, 1975; Lindsey,
1980; Rogers, 1989).

Perhaps the key question to ask is what is being taught, and to whom, instead
of what makes a good teacher of gifted children. There is no fixed formula for
successful teaching of gifted children. The whole context in which the teaching takes
place, for example, the classrooms, the schools, the gifted children and the beliefs
and values of the GEP teachers have to be investigated. As suggested by
Csikszentmihalyi, Rathunde & Whalen (1993), rather than making a judgement that
this is what makes a gifted teacher, the development of the gifted child within the

area(s) of talent and the kinds of teaching characteristics that arc likely to maximise
the "chance factor" have to be looked at:
unless a person enjoys the pursuit of knowledge, le<.~Jning will remain
a tool to be set aside as soon as it is no longer needed. Therefore we
cannot expect our children to become truly educated until we ensure
that teachers know not only how to provide infonnation but also to
spark the joy of learning (p. 195).
Teachers of young gifted children are generally responsible for one or more of
the roles outlined below, according to Jenkins-Friedman & others (1984):

•

Organising enrichment activities for young gifted students;

•

Collecting infonnation about various teaching practices, useful and challenging
materials and resources for gifted youngsters;

•

Coordinating curricular activities at a pace and level which is suitable for the
young gifted children in their classroom;

82

•

Providing counselling and advice to gifted 'itudents, their parents, and other
mainstream teachers about underachievement, and special problems associated
with giftedness such as frustration due to lack of challenge; and

•

Fostering student attitudes of excellence, creativity, productivity, and leadership
qualities.

Hence, the 1:;searcher wanted to investigate if the GEP teachers who were
involved in the study reported here fulfilled one or more of the roles outlined by
researchers in gifted education and the MOE of Singapore.
5.6.4.2 Role as advocates of lifelong learning
All the teachers expressed their belief that they could not teach the young
gifted children successfully without the training they received from the GE Branch
and that the on-going training they received in the program was a high priority. They
recognised the importance of advocating lifelong learning among the gifted students;

were committed to sharing useful infonnation they gathered with the students and
their parents; and were always on the look out for workshops and seminars related to
the gifted education field.

TA-l stated that she had attended several presentations of various guest
speakers organised by Mensa and strongly believed that a successful teacher was one
who believed in lifelong learning she further elaborated:
TA-l:

"I have found it very useful to attend such conferences and seminars
on gifted education for it helps to detennine if I have been successful
and effective in my teaching methods with the gifted students in my
class. I believe in lifelong leanzing and that as a GEP teacher, I
should always be on the look out for recent research on gifted
children. "
TA-2 stated that her primary aim in teaching gifted students was to "advocate

life long learning" and indicated that it was one of the GEP teacher's key roles. She
also stated that as a GEP teacher it was her "duty to be constantly on the look out for

good books on gifted children in the market and spread any useful injomJation ". She

also mentioned that she maintained "a list of useful resources for parents" seeking
advice on parenting young gifted children.
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TB-3 believed that as a GEP teacher, it was essential that she received on-

going training and that it was 11 part of the profession of teaching to be continuously
updating oneself on the latest deve/opme1Jis in gifted education" and that the GEP
teacher should "believe in life long learning."
With her belief in life long learning, TB-4 made sure that the students and
parents were "aware of upcoming workshops and seminars conducted by

organisations such as the NUS and Mensa" and also encouraged them to attend these
progrnms and activities conducted to "gain a better perspecth•e of gifted children

and to take part in the highly challenging and enriched activities" organised for
young gifted children.

TC-5 reflected that the on-going seminars and conferences she attended
regularly through the MOE of Singapore were "useful to a certain extent" and that

during the parent teacher meetings she made certain to encourage parents to conduct
research on gifted education and to ''familiarise themselves with the various ways"
by which they could help their gifted children. She also stated that she recommended

"some useful website addresses" which had "links to a vast amount of resources
around the world on educating and parenting" gifted children.
TC-6 explamed that she advocated life long learning among the young gifted

students in her class by "displaying the brochures, reference notes, books, magazines

in a romer of the classroom." that she had gathered during the on-going seminars,
conferences and courses she had attended. She stated that she encouraged the
children to "go and choose material to read and browse when they pleased" and
mentioned that she "regularly updated the information displayed in the corner."
According to Roeper (1995), gifted children should be educated for life

instead of being educated for success:
The education for life model differs radically from the education for
success model. The latter grows out of the belief that people are
defined by their skills, that they are what they do and how well they
do it. The former, by contrast, stems from the belief that people are
defined by their unique selves. Emphasis is placed on the growth of
the self and mastery of the environment (p. Ill).

Roeper also believed in providing an environment that would allow children
to grow up with minimum hostility; that giftedness was a process rather than a
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product; and that often gifted children were looked upon exclusively in terms of what
they could potentially produce, instead of who they were in the totality of their being
(Morelock, 1996). Hence, it is essential that policy makers and teachers take care not
to exploit gifted children (Kearney, 1996).
According to the Ministry of Education (1999) the GEP teacher's main role

is:

•

to be a facilitator rather than an instructor;

•

to make the classroom environment more learner-centred; and

•

to encourage the gifted children to talk, interact among themselves in pairs or
in groups and provide greater physical mobility within the classroom.

During the interview, the policy maker was questioned about his expectations
of the GEP teachers and about their role as teachers of gifted children. Razak stated
that he believed that the GEP teachers should be facilitators rather than mere
instructors. He also emphasised that the GEP teachers should be confident and have a
passion and ability to teach gifted children. Razak elaborated:

"Their role is also to relate well to gifted children, to observe
carefully at all times if the gifted children are facing any problems at
home or with their schoolwork and provide advice and assistance.
They should be patient and encourage all the children to participate.
They should be able to arouse curiosity and be creative in their
presentations of lessons. They should also be enthusiastic and flexible.
They should be ready to differentiate their lessons to suit their
children's abilities and needs."
According to the Gifted Education Branch (2001k), the GEP teachers should
possess the necessary skills to facilitate learning among their gifted pupils and to

meet their needs.

5.6.4.3 Role as facilitators
During the interview, all the teachers explained that their main role was to be

a facilitator in the classroom with counselling a secondary role. This coincides with
the expectations of the MOE and policy maker as well as the recommendations from
the research.
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According to TA-l it was important to "meet the other gifted primary school

teachers regularly for discussions" so as to be able to "compare learning
experiences provided to gifted children by other teachers to gain new ideas and
teaching strategies" to accommodate and facilitate the gifted children's learning

needs in her class as a social studies teacher.
Being a facilitator and being attentive to the gifted st,'.rlents' needs were
significant to TA-2, TC-5 and TC-6 and they also added that they always tried "to be

a good role mode/to the children."

Flexibility in conducting lessons to suit the children's needs was important to
TB-3 who acknowledged that initially she used to read from textbooks and that

eventually she "moved from a traditional classroom teacher to a facilitator now."
Facilitating the "learning of English lAnguage to the gifted pupils in the

primal) 4 GEP" was TB-4's primary concern. She achieved this by carefully

planning and providing various learning experiences and creating learning centres in
the classroom. She also mentioned that she was very careful to bear in mind that her
lessons and activities "always revolved around the children's interests" and
provided various opportunities to indulge in creative writing.
All the teachers interviewed held similar perceptions of their role as a
facilitator. Teachers who view themselves as facilitators of learning can discover that
they have a great deal to offer young gifted children. Also, as facilitators, teachers
provide the appropriate conditions for learning, thereby assisting the gifted students
to develop the pre requisite skills to learn, comprehend and interpret an appropriately
differentiated curriculum (Sturt, 1999). As the GEP teacher's role requires them to
possess skills in both their subject areas and in the management of learning, the
researcher wanted to find out if the GEP teachers felt that knowing the subject

content well was an essential component of being an effective GEP teacher.
5.6.4.4 Confidence in subject content area with a passion for teaching
Flowing from their experiences with teaching gifted children, all the teachers
agreed that, in order to be a successful GEP teacher, it was essential that they be
confident of their subject content. In addition, four of the six teachers (T A-1, TA-2,
TB-4, TC-5) added that they should also have a passion for teaching:

86

u
TA-l:

''Knowing the subject well and being well prepared is very important
to be a successful GEP teacher. Not only that, it is essential that the
GEP teacher has a strong passion for teaching these children in the
first place and one who believes in the provision of such a program."
TA-2:

"I believe that a successful GEP teacher is one who is really familiar
with the subject that he or she is teaching and that he or she should

really love teaching that subject."
TB-4:
"I have a strong passion for teaching English Language and I believe

that in order to be a successful GEP teacher, I need to have the
passion and be really familiar with the subject content so as to enable
a smooth flow during the lessons."

TC-5:
"] believe that there are many qualities needed to make a GEP
teacher successful. Firstly, it is important to know the subject that you
are teaching well. Secondly, the teacher must love the teaching
profession and have a passion to teach gifted children. Thirdly, the
teacher must believe in the children and be aware of their individual
needs and abilities while preparing and presenting lessons."

TB-3 and TC-6 added that a resource search was necessary to ensure adequate
content knowledge in order to be a successful teacher in the program.
TB-3:
"Being well prepared in advance and researching the subject content

well boosts confidence and helps to focus on the individual students'
responses and answer their questions clearly."

TC-6:
"Being confident in the subject content is very helpful to make a
lesson successful. The gifted students notice immediately when a
teacher lacks confidence and is not well prepared in tenns of the
subject content. Hence, it is importaiJI to do a thorough research on
the lesson well in advance to be a successful GEP teacher."

Thus all the teachers appear to agree that being well prepared, knowing the
subject content well, and researching the subject area are important aspects of being a
successful GEP teacher. In addition, four of the six teachers (TA-l, TA-2, TB-4 and
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TC-5) feel that having a passion to teach gifted children is another important factor

that makes their career a success.
5.6.4.5 Fostering socialisation
During the interview, the researcher also wanted to investigate the ways in
which GEP teachers enabled the gifted children to interact with one another. All the
teachers emphasised the importance of encouraging social interaction among gifted
students and indicated that it was one of the most essential roles of the GEP teacher.
TA-l explained that she felt successful in achieving the aims of her lessons
when the gifted children in her class "interacted with each other during lessons and

brainstormed together on various solutions and ideas in a co-operative and friendly
manner." She also mentioned that she encouraged children to "not readily accept
other students' ideas but to have the confidence to speak out and challenge their
ideas

if they strongly believed in it." She stated that

"social interaction" was always

one of her "prime goals during lesson planning". She held a strong belief that as a
GEP teacher it was her duty to encourage social interaction among the gifted students
at all times ''for othenvise they could verj easily forget themselves in their

independent thoughts."
TA-2 elaborated on how she fostered socialisation among the gifted students
in her class by stating that she always tried to "encourage the stude111s to organise

birthday parties, getting them to take on different roles to put together the party and
working co-operatively ;in group projects, organising Assembly Items such as a
Talent Show, Musical Show and so on." She further added that she usually "let the
children discuss among themselves and organise evems as a team." She also felt
developing socialisation among gifted students was necessary to "develop the

students' leadership skills, confidence and problem solving skills."
Other than providing opportunities for social interaction during class work,
through "group discussions, group presentations and group projects", TB-3 also

''organised camping and excursions regularly to encourage social interaction among
the gifted students" which she believed was one of the critical roles of the GEP
teacher.
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TB-4 also added that she ensured that there were several opportunities for
social interaction during class-wurk and also encouraged the gifted students to
interact with other mainstream students as well. She elaborated:

"When I'm on duty during recess, I encourage the children to interact
with not only the GEP classmates but also with the other mainstream
students from the school. /think that as a teacher I should always try
to involve the gifted children in a lot of activities that encourage

social interaction among the students. Social interaction is truly an
important aspect that has to be encouraged constamly by the GEP
teacher. The gifted swdellts should get a chance to mix along with the
other students in the school and learn to respect and be aware of

other races. "
For TC-5 and TC-6 socialisation was the principal focus of all their lessons
and they stated that they ensured that the gifted students had various opportunities to
interact among themselves. TC-5 explained that on top of the various activities
provided in class to encourage social interaction, she also organised "excursions and

extra-curricular activities." She also held a strong belief that this was an important
aspect of her role as a GEP teacher. She stated, "some gifted students tend to stick to

themselves and need extra encouragement and group activities to get them to interact
with the other students." TC-6 explained that social interaction was crucial for:
"In real-life situations the gifted students would always have to work
cooperatively with others and realise that not everyone would be the
same as them. They should leam to respect one another's cultural
differences and differing abilities."
According to the Ministry of Education (I 999), the GEP teachers are
expected to include out-of- school experiences such as field trips and camps in the
curriculum. All the teachers interviewed in the study reported here mentioned that
they included several experiences in class and out-of-school experiences to foster
socialisation among the gifted students. MOE also states that the GEP teacher has
freedom in conducting lessons. All the teachers admitted using that freedom to
modify the curriculum to meet individual student needs and maintained that they also
inspired the students to be flexible and to accept chanr'·" readily and easily.
Being flexible, and the ability to change readily to accommodate the gifted
students' needs and interests, is another common belief held by the GEP teachers.
They also explained that they tried to model a flexible attitude for their students. TA-
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2 stated during tile interview that she always tried to instil the feeling that "when

chauge was t1ecessary, it was nat the end of the world." The teachers also made use
of the freedom given to them by the MOE to modify the curriculum and conduct

lessons outside the classroom when necessary, such

a-;

in the garden or in the library,

to suit the learning context.
The teachers mentioned that they carried out lessons outside the classroom at
times lD suit the curriculum and arouse the children's intellectual curiosity. For
example, TA-l reported that she had conducted lessons in a garden outside the

Museum in Singapore, so as to reinforce and brainstonn what the children had just
observed in the museum for their social studies project. TB-4 mentioned that she had
conducted various English lessons at different places outside her classroom such as
reading poetry in the school garden, writing scripts in the drama room and comparing
different styles of writing in the library.
The Ministry of Education ( 1999) states that the GEP teacher should be

patient and tolerant of curiosity in young gifted chi1dren. Based on the information
gathered from the interview sessions with the six teachers reported in the study, all
the teachers recognised the importance of being patient and also emphasised being

creative, enthusiastic and animated during the presentation of lessons. They also
mentioned that they should be tolerant of the gifted children's curiosity and provide

various challenging activities, with sufficient class time to brainstorm and discuss
various strategies and solutions to a single problem.
Anotht•· expectation of the GEP teachers by MOE is that they are always
responsible for the general welfare and well-being of the gifted children in their
classrooms and that they ensure that the specific needs of the gifted children are
addressed (Ministry of Education, 1999). The GEP teachers recognised the

importance of teaching the gifted students to accept and Jearn to deal with failures.
TC-5 explained that many gifted students who had always been the outstanding ones

in mainstream were "crushed and broken hearted" when they first joined the
program to find themselves in the lower ranks. Hence, observing the gifted students
carefully at all times to notice any signs of problems with their schoolwork in terms
of ''failure, lack of challenge, too difficult to cope, or home related problems" was
very important to all the teachers. From the data gathered, it appears that all the
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teachers interviewed in the study reported here are generally concerned with the
gifted children's well-being and are constantly on the look out for any possible signs

of frustration, boredom or unhappiness.
5.6.4.6 Children's expectations of their teachers' roles

The researcher felt that it was insufficient to investigate if there was
congruence between the MOE's expectations of the GEP teachers and the teachers'
perceptions of their roles. It was thought to be necessary to investigate if there was

congruence between the children's expectations of their teachers' roles as well.

Hence, the children were encouraged to share their views of their expectations of
their GEP teachers' roles in the 'Me' box writings.
From the writings of the children, it appears that all the children's

expectations of the GEP teachers reassemble in some way those of the MOE and the
GEP teachers. PA-l, PA-2 and PC-6 have written that they expect teachers to
facilitate learning for all children, tha they should be kind, understanding and make
the children feel welcome and equal. PC-6 has also written that they should not be

"robots". PB-4 and PC-5 expect their teachers to know their work well. They expect
teachers to possess strong content knowledge prior to teaching them and that they
should encourage risk-taking. PB-3 expects teachers to provide interesting, fun
activities and be approachable and creative. She also expects teachers to provide
ample hands-on experience.

Thus it can be said that there is congruence between the children's
expectations of the GEP teacher's role in the program and those of the MOE and the

teachers themselves.
5.6.5 Conclusion
Teachers of young gifted children should aim to provide learning
opportunities that develop the gifted children's individual unique abilities. They
should provide learning experiences that match the gifted children's individual
academic needs. Teaching and learning at all levels should expand the choices
available to these young gifted children as they seek to live their lives to their fullest
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potential. It is the GEP teacher's role to nurture and guide gifted students to develop
their gifts and talents to the highest possible level (McAdamis, 2000).
It can be said that all the teachers interviewed in the study reported here
appear to fulfil the main roles expected by the MOE of Singapore and by the policy

maker. Their perceptions of their roles and their reflections on how they achieve the

objectives and goals of the GEP, indicate congruence between the expectations of the
MOE, the young gifted children and the teachers, as well as the research literature.
The program is generally the same in all the GEP schools and the GE Branch
officers and the GEP teachers meet regularly to develop the curriculum and to make
certain that all the schools are accommodating the needs of the young gifted children
and meeting the objectives and goals of the GEP. Regular observations of the

teachers, and evaluations of the teaching methods employed, are carried out to ensure
that a comparable standard is maintained among all the GEP schools (Ministry of
Education, 1999).

5.7 Research Question 3:
What are the Attitudes and Opinions of Teachers and Children of
Current Gifted Education Provision in Singapore?

5.7.1 Expectations Teachers have for Gifted Studonts
Research clearly establishes that for gifted students the expectations of their
teacher:; and the attitudes and perceptions they have about their potential have a
significant effect on student achievement (Bamburg, 1994). Teachers' attitudes and
beliefs towards g!fted education and their perceptions of the current gifted education
program should be heard, for they have a very important role to play in providing a
successful gifted education program for young gifted students.

If gifted students are to succeed, a coherent curriculum structure must be in

place that defines for teachers, administrators, parents, and the students themselves,
the goals and purposes of a specialised program and a similarity between the specific
outcomes antici paled for learning. The GEP teachers' attitudes and beliefs have to be
congruent with those of the GEP's goals and objectives in order for the smooth flow
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of the program, for they are the primary mediators of curriculum and will ultimately
determine the extent to which gifted students' cognitive and affective needs are being
met (Tassel-Baska, 1994).

5.7.2 Significance
The teachers' views, attitudes and opinions of the current GEP play an

important role in the provision of an efficient Gifted Education Program in Singapore
and parent collaboration is necessary to enable a smooth flow of the program.
Ascertaining the exceptionally able children's attitudes and opinions of the current
Gifted Education provision in Singapore is necessary to detennine its effectiveness in
meeting the students' individual needs and to enable the children to voice their
expectations and opinions to detennine areas that might need to be further researched
on a large scale. Data gathered from the MOE documents, as well as from the

interview sessions with the policy maker, the six GEP teachers and the six GEP
children and their 'Me' box writings, are the main sources that inform the following

discussion.
5.7.3 Attitudes and Opinions of the GEP Teachers
Research indicates that young gifted children have special needs and that they
require individually tailored curricula (Morelock & Morrison, 1999). Hence, it is
essential that teachers in the GEP accept that young gifted children have special

needs, necessitating a differentiated curriculum. In order for the teachers of gifted
children to effectively teach gifted students and to provide a differentiated curriculum
that is tailored to meet the individual needs of the young gifted students, they should

receive appropriate training. Another critical factor in improving the chances of
optimal develc pment in young gifted children is to identify them and intervene at an
early age (Guralnick & Bennet, 1987).
Frequently, gifted education receives insufficient attention due to the belief
that gifted children are able to work things out for themselves and so do not require
early identification and early intervention. However, the literature suggests that gifted

children have unique needs and failure to recognise these needs can have deleterious
effects (Sankar-DeLeeuw, 1999). Hence, the researcher decided to investigate the
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attitudes and opinions of teachers of the GEP towards early intervention and

identification; provision of a differentiated curriculum; the appropriateness of the
program in meeting the young gifted children's cognitive and affective needs; the

usefulness: of the training they received; and other pertinent issues related to the
current primary 4 gifted education program in Singapore. Advocates within the field
of gifted education emphasise the need for sound preparation of teachers of young
gifted >tudents (Kames, Stephens & Whorton, 2000).
5.7.3.1 Towards the selection procedure of teachers

Hence, the researcher wanted to find out how the teachers interviewed in the
study reported here felt about the training they received and about the selection
procedure of teachers for the GEP. As mentioned previously, all the teachers
expressed their belief that they could not teach the young gifted children successfully
without the training they received from the GE Branch and that the on-going training
they received in the program was a high priority among them. TA-l seemed to resent
the idea of fresh NIE graduates being recommended by their lecturers to join the
program, due to their lack of experience. She stated "they should have at least 3

years of experience teaching in the mainstream." Two of the six teachers (TA-2 and
TB-4) thought the selection procedure was rather tough and explained:
TA-2:

"It depends entirely on the selection officers. If the officer's standard
is high they will select a better teacher. I think it's not very con:~istent.
The selection procedure of teachers has to be reviewed. Some officials
are more lenient than others."
TB-4:

"I feel that the selection officers are very strict with the selection
procedure. Maybe they should adjust the criteria so as to welcome
more teachers from mainstream. Many teachers hesitate mainly

because of the very tough selection process they have to go through."
Two of the six teachers (TB-3 and TC-5) thought it was fair. TB-3 felt that

newly qualified teachers were just as capable as mainstream teachers in teaching
gifted children and elaborated:
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TB-3:
~·l

lhink that the seleclioll procedure is alright, for the officer.v still
come and assess us and they observe our capability regularly. I think
it is frir to recruit newly qualified teachers into the GEP for I fee/that
wlu11 really matters is the teacher's ability, confidence and subject
content knowledge than the experience in mainstream which would he
an added factor but not a disadvantage. I know of several mainstream
teachers who would not be suitable to teach these gifted children even
though they have many years of experience in teaching mainstream
children. "

Being recommended by her lecturer from NIE, TC-6 admitted that she was
not very sure of the selection procedure and made an assumption that it was "all
based on academic achievements."

The researcher noticed that some of the teachers were concerned about certain
issues in relation to the way the GEP teachers were recruited for the program.
Mainly, fresh graduates who are recommended by their lecturers appear to be
considered to lack experience and another teacher appears to feel that the selection
procedure is of a very high standard and that it is based on the selection officers'
standards. She appears to claim that some of the officers are stricter than the others,
thus causing some inconsistency in the selection of teachers.
5.7.3.2 Towards the primary 3 screening and selection tests

According to Roedell, (1990) young gifted children display peaks of
extraordinary perfonnance instead of equally high skill levels in all cognitive areas.
For example, a four-year-old or five-year-old child might have advanced skills in
reading and in conversing about abstract concepts, yet find it difficult to do other
tasks such as sharing toys or holding a pencil. These uneven developmental levels
may cause frustration among students and teacher's guidance in developing coping
strategies can assist these young gifted students to set realistic goals for themselves.
Early identification is strongly recommended by the literature. However,
MOE has no involvement in identifying gifted children in the very early years before
the Primary 3 Screening Test. Hence, the researcher felt that it was pertinent to
investigate how the teachers of gifted children felt about the current situation of no
fonnal involvement of the MOE in the very early years of young gifted children and
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the current identification procedures used; and to suggest any other methods that
could be used to identify young gifted children.
TA-2 felt that the current identific.ation procedure was very good but

expressed concern that the children were not tested in their mother tongue subjects
during the identification procedures.
TB-4, who also expressed similar feelings that the identification procedure
was good, suggested the inclusion of parents and psychologists as well.
Four of the six teachers (TA-l, TB-3, TC-5 and TC-6) raised the issue of

MOE of Singapore failing to train the mainstream teachers in identifying or
providing appropriately for young gifted children in the very early years and appeared
to feel rather strongly that this was the cause of several problems in schools. They

also shared similar opinions that early identification was possible and that it should
be introduced so as not to miss out on any young gifted children.
TA-l explained:
"Kindergarten and all mainstream primary school teachers should be

trained to observe and take notes on the children's developments.
Perhaps, early identification can then be done and parents and
psychologists too can be included in this identification process. If they
noticed any signs that their child is very talented in singing or is very
musically inclined, they could develop their child's giftedness in that
area by sending their child to a music school at an early age."

TA-l felt that the "insufficient amount of training provided by MOE in
identifying gifted children" was a possible cause for "several capable students

failing to achieve due to a lack of challenge and boredom" caused by the
presentation of lessons which are far below their standards. She further elaborated:
TA-l:
"The mainstream teachers in their attempt to cover the whole syllabus
and having to juggle so many other duties seldom have time to focus
on students individually. Moreover, the large class sizes prevent the
mainstream teachers from identifying any early signs of boredom
among students who are exceptionally talented. "

TB-3 and TC-6 also felt that the MOE could start looking into ensuring that
all the teachers including the mainstream teachers are adequately trained to provide
appropriately for students of all levels so as to prevent boredom among young gifted
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students who are too young to sit for the primary 3 screening test. They also felt that
the mainstream teachers should have enough "background knowledge on lhe hislory
of gifted education" and the "appropriate teaching strategies to I.e employed to
teach studems of higher abilities." TC-5 also added that this would "prevent any
frustrations, disruptions, aggressive behaviours and stress" among the young gifted

students in the mainstream schools.
TB-3 elaborated:

"Maybe it would be a good idea to allow teachers from the
mairzstream to be able to refer some pupils whom they feel are
exceptionally talented. That would be very helpful. Perhaps teachers
in the mainstream could be educated on gifted children and to watch
for the signs of giftedness. Not just high scores, well behaved students,
but also those who might be restless, bored, inattentive and who might
just score poorly in the tests because they were not interested or did
not choose to sit for the tests."

TC-6 fell the mainstream teachers should also be involved in the selection
procedure since they would know their students very well and that it would be very

useful for early identification of gifted students.
All the teachers interviewed in the study reported here seem to feel that there

could be some form of improvement in the current identification procedures of young
gifted children even though some of them said that they were very good.

5.7.3.3 Towards gifted children
The literature emphasises early identification and that gifted children have
special needs (George, 1992; Morelock & Morrison, 1999). Since the teachers of the
GEP have an important role to play in the effectiveness of the program, the
researcher wanted to know the teachers' attitudes towards the gifted children; if they
believed that they had special needs; if they had ever felt pressured or intimidated by

them; and their attitudes towards early intervention.
All the teachers shared a common belief that young gifted children had
special needs. Four of the six teachers had never felt intimidated by the gifted
children. TC-5 and TC-6 admitted that they had felt intimidated initially when they
had just joined the program.
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TA-l felt that she had a "personal responsibility in some ways to give these

children something to suit their interests and levels." She stated "Singaporean
children do not challenge authority" and if younger children were to be screened for
giftedness, the identification procedure would "have to be more specific."
TA-2 appeared to fe<.l rather strongly that it would "not be appropriate for

younger children."
TB-3 stated the gifted children "generally treat teachers like friends and get

along very well" and that she had never felt intimidated or pressured by them. She
adntitted that there were advantages to early identification but stated that the children

had to have "some experience in the mainstream environment too." She further
elaborated:
"We can stretch their potential. The children can absorb a lot more

too at the young age. "
However, she was also quick to adntit that this ntight "cause boredom and

underachievement. "
TB-4 claimed, "Singaporean children are usually very submissive and they
tend to be quiet" and said that she had never felt intintidated by them. She was "not
in favour of early identification" and felt that it was "not possible" and stated:
"I don't think that it is feasible. Most of the boys especially would be
disadvantaged for they usually develop at a later age and will be
segregated. It's not fair to push the children at such an early age and
to not give a chance to adapt to their surroundings. As it is parents
are already very pushy with their kids in Singapore. "
TC-5 and TC-6 admitted to feeling intintidated by the gifted children initially
and explained:
TC-5:

"They had so many questions to ask in class and I had my syllabus to
complete. Felt really pressured by time constraint. Initially I felt
intimidated by the parents. For some of them wanted me to teach the
way they wanted. Initially I felt intimidated on the whole, but now
things are falling into place."
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TC-6:

"Only during my first year as a GE teacher. But now I feel more
relaxed and at peace. "
TC-5 felt very strongly that early identification was possible and that the
MOE should "look into providing an appropriate program for children who showed

signs of giftedness in the early years" and ''not just have them wait for the primary 3
screening test" and shared:
TC-5:

"Even right now, so many children say when they first come from the
mainstream school that they were very bored in their classes. I think
that if children are gifted ill the young years, GEP can look into
providing useftd resources and learning experiences to these young
gifted children and not just let them wait till they are selected. They
might have started to fall behind in class instead of excelling due to

the inappropriate learning environment. "

TC-6 also seemed to support early identification since some children "might

find mainstream education unchallenging."
Thus, two of the six teachers (TC-5 and TC-6), appear to strongly support
early identification; two (fA-2 and TB-4) seem to oppose early identification; and
one (TA-l) seems to think that identification should include specific and not just
general ability. Four of the six teachers have never felt intimidated by the gifted
children. TC-5 and TC-6 admit that they had felt intimidated initially when they had
just joined the program.
5.7.3.4 Towards the most important learning for the gifted children
fromGEP
According to the Ministry of Education (1999) the GEP aims to nurture the
young gifted children in their personal, social and moral development through the
Affective Education Programme which aims to develop gifted children into
individuals who:

•

have a positive self-concept;

•
•
•

are socially well-adjusted;
have the right skills to further develop their potential; and
seek to be actively involved in the community (p.l8).
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During the interview with the policy maker, Razak explained that this was the
most important learning aim for the gifted children from GEP. Hence, the researcher
wanted to find out what the teachers perceived was most important for the

exceptionally able child to learn from the program. Affective development was TAl's priority and she felt that the gifted children were academically at an advantage to
be in this program and that they tended "to be more self-absorbed." She further
added:

"I think that the most important thing that they should learn from this
program is to be more open, caring towards others, develop
interpersonal skills and so on."
To TA-2, developing the young gifted children's "leadership qualities and

collaborative skills" were the most important learning and added "we will mould the
character."

TB-3 appeared to believe very strongly that the young gifted children lacked
"social skills and sound moral values" which she believed was the most important

learning area for the gifted children.
According to TB-4, "learning to use their giftedness to enhance their

teaming" was very important and she believed that they should be educated to "not
look down on others who are not in the program."

TC-5 stated that to her developing the young gifted children's "critical

teaming skills and ensuring that they do not forget good moral values" was
essential.
TC-6 mentioned that learning to "be a morally uprigllt and independent
thinker" was very important.

Thus, it appears that the opinions of the six teachers interviewed in the study
reported here, coincide with the aims of the GEP in taking a wholistic view of the
development of young gifted children.
5.7.3.5 Towards parent participation and providing advice to them
During the interview with the policy maker, Razak mentioned that the
''environmental and non-intellectual factors have an impact on the realisation of the

children's potential" and that the "environmental factors include the home and
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school." He also mentioned that the GEP played a part within the context of the
school and that "significant persons" played a port in "assisting gifted children in

developing their talents through the mentorship programs offered by the GEP."
In addition to that, the society has an important role to play in the realisation
of the young gifted children's potential. A society that values excellence would

provide various opportunities for the gifted children to grow and it is the aim of the
GEP to work in collaboration with parents to help their young gifted children realise
their full potential (Ministry of Education, 1999). Hence, the researcher felt that it

was pertinent to investigate the teachers' attitudes towards parent participation and
the provision of advice to parents of gifted children, since providing counselling and
advice to students and parents of gifted children is one of the roles recommended for
teachers of gifted children (Jenkis-Friedman et al, 1984). Principals, teachers,

counsellors and administrators are parents' partners and as parents are the young
gifted children's first educators, teachers and parents need to work in collaboration in
order to provide an appropriate environment for the gifted children (Jenkis-Friedman
et al, 1984; Haensly, 2001). Hence, teachers should welcome parent participation and

should accept that parents' voices will inform, generate ideas and assist them in
understanding the children's unique needs, or signs of conflict in the family, peer
problems, stress, unrealistic expectations of parents and relatives and so on.
During the interview sessions with the teachers of the young gifted children in
the study reported here, the researcher asked teachers if parents approached them for
advice on how to cope with their child's giftedness, and ifthey did, the form of
advice the teachers would nmmally provide. All the teachers except for (TB-3)
reported that they did not mind parents approaching them for advice but stated that
parents should not be overly concerned with their children's grades, nor focus only

on their academic achievements. They mentioned that several P¥Cnts had approached
them with regard to the young gifted children's achievements and marks obtained in
the GEP. They stated that most of the gifted children had problems coping with their

parents' expectations and elaborated:
TA-l:

"These children who are streamed into the gifted stream were already
bright in their mainstream schools and their self- esteem is affected
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when they are twlthe top students here. Parents have to be aware of
this. I talk to the parents when the children appear too stressed or
pressured. "
She also mentioned that these young gifted children were closely monitored

and that there were "in-house counsellors" who discussed any personal problems
that the children might have. She also stated:

''parents are called in if something turned up, any problem, such as a
behaviour problem or anything to talk to them."
Being teachers of young gifted children, the five teachers mentioned that they

always welcomed parents who approached them for more infonnation on "coping
with their child's giftedness." TA-2 stated that she always collected and maintained a

list of resources on gifted education and was very eager to share it with parents of
gifted children during parent teacher meetings. All the five teachers welcomed parent
participation and felt that there should be more programs organised to include
parents. They further elaborated:
TA-2:

"Parents should be aware of their gifted child's feelings and should
not be too ambitious for their gifted children. Sometimes they forget
that their child is actually a child. There are many parents who are
just too pushy and just because their children have been selected into
this program, they expect them to obtain the highest scores in all their
teSts, assignments and exams. I think it's very unfair to the kids too."
TB-4:'

"/usually ask the parents to support their children and not to give too
much pressure. I encourage parents to provide guidance with the
children's projects but not to do it for them or to push them beyond
their limits. "
TC-5:

"Many parents have come to see me if the children started to score
less when they first join the program. When a child is identified as
gifted, it does not mean that the child is a genius so I usually ask the
parents not to have unrealistic expectations of their children and not
to place unnecessary pressure on their kids."
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TC-6:
"When parents approach me about their child's petformance in cla.\·s,
I usually discuss with them how their child is petforming and how
they can help their child. Most of the parents who have approached
me were concerned about their children's performance. Parents

should relax a bit with their expectations on their children's academic
achievements. There should be more talks and parent participation

programs to educate parents on the hamzs they can cause these gifted
children with very high expectations. If parents seek for professional
advice, I refer them to experts and suggest to them to attend courses

that helps parellts to cope with gifted children. I cannot I am not in the
position to provide professional advice."
TB-3 had not encountered any parents seeking advice and commented:
"I think there are very good home support programs and books in the
market. Parents have their ways to cope with the problems. I don't
think that they need our advice."

She also mentioned that as a teacher it would be rather inappropriate for her
to advise on any serious issues and felt that parents should seek professional advice if
there was a problem.
Thus, five of the six teachers interviewed have had parents approaching them
for advice on matters related to their children's performance and grades. All the five
teachers appear to feel that parents have very high expectations of their children and
all of them advise parents not to pressure their children. They also feel that there is a
need for parent participation and that the MOE should look into organising more
programs to educate parents on ways to cope with their children's giftedness and not
to pl&.ce unrealistically high expectations on their children. However, they welcomed

parents who approached them for advice on coping with their children's giftedness.
One teacher only (fB-3) had not encountered any parents seeking advice and
mentioned that there were excellent home support programs and books to help
parents.

All the schools have parent teacher meetings twice a year. Of the three
schools, two schools (SCH-A and SCH-B) had a higher level of parental involvement
than the third school. Parents helped out with the children's Chinese Language at
home, newsletters were sent out to parents to inform them of any upcoming events

and feedback forms were given regularly when the children first joined the program.
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The two teachers (TC-5 and TC-6) interviewed from SCH-C felt very strongly that
there was not much involvement of parents on their own accord, but mentioned that
there were parent teachQr meetings and briefing sessions held in their school.
5.7.4 Children's Attitudes and Opinions
5.7.4.1 Young gifted students' challenges
As mentioned by Buescher & Higham ( 1996), young gifted children often
report a range of problems due to their abundant gifts including:
•

perfectionism;

•

competitiveness;

•

unrealistic assessment of their gifts;

•

negative response and rejection from peers;

•

uncertainty due to mixed messages about their talents;

•

parents' and society's demands to achieve; as well as

•

problems with school work that is not motivating and challenging or increased
expectations.

According to Maker (1982), young gifted students potentially vary from the
mainstream students on the three key dimensions of:

•

the faster pace at which they acquire and learn new skills;

•

the greater depth of their understanding; and

•

the range of interests that they hold.
5.7.4.2 Significance
According to Buescher & Higham (1996), in order to develop intervention

programs that will meet the needs of the young gifted students in Singapore, the
policy makers, educators, counsellors and parents need to be aware of and address:
•

the attitudes and perceptions of young gifted children towards the current GEP;
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•

the obstacles they faced in the mainstream schools and that they face now in the
current GEP.
They also need to accommodate the defining characteristics and the various

attitudes of exceptionally able children (Parke, 1989).
As mentioned previously in chapter 2 in the study reported here, the literature
suggests that some young gifted children are impressed at what they can do, while
others feel isolated because of difficulties encountered in selecting friends. Some

worry about world issues and feel helpless that they cannot do anything to resolve
them (Clark 1997; Davis & Rimm 1998; Gallagher, Harradine & Coleman 1997;
George 1992; Porter 1998). Indeed, common attitudes of young gifted children, as
suggested by the literature, are that:
•

nobody explains to them what gifted is and that it is kept as a big secret;

•

schoolwork is very easy and hence very boring;

•

the expectations of parents, teachers and friends are always very high;

•

few understand them; and

•

they often get teased because they are very smart.
The research literature points to the importance of any assessment of services

for young gifted students, whether it be differentiated instruction in the classroom or
a special self-contained program, to bear in mind the children's growth, enthusiasm
and excitement for learning (Smutny, 1999). Hence, the researcher felt that it was
important to investigate the young gifted children's attitudes and perceptions of the
current primary 4 GEP in Singapore. Caring policy makers, educators and parents can

assist these young gifted children to "own" and develop their gifts by understanding
and responding to adjustment challenges and coping strategies (Buescher & Higham,
1996).
Hence, as suggested by Delisle (200 I), the young gifted children were asked
during the interview sessions, what they were learning, what they gained from the

program that they didn't before, and also in what ways the program allows and
encourages them to pursue their interests and passions. The answers to these
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questions will provide some indication of the ci.,ent to which the GEP is currently
meeting the needs of the students from their perspectives.

5.7.4.3 Towards projects given In the GEP
During the interview with the policy maker and the teachers reported in the
study here, the researcher learnt that the young gifted children were involved in
various projects in the program. In order to investigate what the young gifted children
were learning in the program and what they gained from the program, the researcher
decided to question them about the projects in which they were involved, what they

were about, and if they enjoyed working on them. The researcher also invited them to
describe any other projects in which they had participated and which particularly
interested them.

Five of the six students reported in the study here were involved in a social
studies project that involved writing a war journal about the Japanese occupation of
Singaporo. PC-6 was working on a helicopter model, having already completed the
social studies project. All the students admitted that they found the projects in the
GEP to be more challenging, innovative, fun, interesting and creative than the ones
that were given in the mainstream schools. All the students found working on the
social studies project particularly enjoyable and reported that it helped them to gain a
better understanding of the history of Singapore:
PA-l described:

"It's a war journal. We have to write it as if we were present during
the Japanese war in Singapore. It involves a lot of researching back
into history and monitoring what happened in the past and writing as
if we were present during that period It's quite interesting."
In addition to that, PA-l also shared his experience working on another social
study project that he found to be very interesting:

"I had to walk around the neighbourhood, meet the people who lived
or worked in that area, for example, the shopkeepers, cleaners and
conduct interviews. I hod to find out how the neighbourhood could be
improved. I presented my findings in front of the class using
powerpoint. "
PA-2 was involved in another project that required her to invent something in
a group, in addition to the social studies project on the Japanese Occupation:
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"We're trying to invent something that will help humans for our IRS
project. We have to brainstorm on different ideas first before starting.
It allows us to be creative and innovative."

She also stated that one of her favourite projects was one that she did for an
English lesson:
"It was called The Reader's Theatre. It was based on a fairy tale that
everyone knew, 'Goldilocks and the three bears'. We changed the
story and wrote a new script and typed it out on the computer and
made it into a book with illustrations. "

She mentioned that she thoroughly enjoyed working on it and that she found

it to be much better than the assignments that were given in the mainstream school.
She also explained that it taught her to write scripts, to be creative and learn to use
different styles of writing.

.

PB-3, who was also working on the social studies project, shared her
thoughts:
"We have to imagine that we existed at that time and write a journal
reflecting on how it would have felt to be present at that time. It is

very different from the other projects that I have done before in my
former school."

She also added that it opened up opportunities to be "creative, imaginative
and be aware of the history in a fun and interesting manner". Every Friday, PB-3

was involved in designing a prototype for her IRS project. She admitted that she was
still searching for a good ide• and felt that she was constantly changing her mind.
She stated that it had to be something that would be of use to human beings. She
talked about her most favourite project enthusiastically:
"We had to choose a fairy tale and change the version into a modem
one for an English project. I simply loved it. It was .. ally fun. My
friends and I enjoyed working on it and we had so much fun writing
lines that had a pun and thinking of ways to use the original
characters in a modem setting."

PB-4 was rather concerned that she had not decided on what she was going to
invent for her IRS project, as she found her interests shifting constantly:
"1 haven't made up my mr"nd yet and I am worried that I am running
late. It's very frustrating. I will decide on something and feel that it is
very interesting and challenging to do and then will find it to be a

107

f1
II

very stupid idea and lose interest in doing it. I can 'I seem to stick with
one idea for long."

She mentioned that she enjoyed working on all the projects given in the GEP
and stated (Appendix II -The GEP Brochure for Parents and Students):
"Actually, when I first received a brochure from the Ministry of
Education about lhe Gifted Education Program I was very happy to
read that there were a lot ofprojects in this program."

She mentioned that she could not pick the most favourite project as she had
several favourite projects in the GEP. She elaborated:
"I really enjoyed doing the Social Studies project where I had to meet
the people living in my neighbourhood and conduct interviews and
present what I gathered. The aim of the project was to find ways to
improve the neighbourhood and how we can help. I thoroughly
enjoyed all my English projects. I have done newspaper columns,
book reviews, script writing and dramas. "

She explained that the social study projects enabled her to learn about the
significant events that took place during the Japanese Occupation and about

Singapore's community. She also mentioned that she learnt how to use different
forms of writing when doing the English projects.
PC-5 also shared his views of some of the projects he enjoyed working on and
felt very strongly that the social studies project on the Japanese Occupation was the
most interesting one he had ever done in the GEP:
"It's fun to write the journal for social studies, it's very creative and
makes me wonder how things were in Singapore at that time. I had to
visit the museum, library and Sentosa 's war museum to do some
research first before starting on the journal. "

He also stated:
"I have done many other small projects in the program such as a
social studies project called the 'Neighbourhood Walk' and a science
project where my friends and I made a recycling machine that
recycled waste paper."

PC-6 was also concerned that he had not started on the IRS project and felt
that he was rather "fussy" in deciding what to create. He was very eager to talk about
a helicopter that he was constructing at home and stated that he wanted to be an
aircraft engineer:
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"My father bought me the kit for my birthday and I love working on it.
It has 50,000 small parts, engine, propellers and many other stuff. I
have many other models at home that I have done. I've built many
different planes, star wars models and tanks."

PC-6 also felt that the most interesting project he had done in the GEP was
the social studies project on the Japanese Occupation and elaborated:
" I enjoyed doing research on the war that took place and I pretended
to be a Japanese aircraft warrior and wrote about my experiences.
My teacher said that it was very different from everyone else's
because 1 was the only one who wrote it from a Japanese's
perspective. I learnt to be creative, to conduct research and then Use it
creatively to suit my style of writing."

As suggested by all the students reported in the study here, the projects given
in the GEP are not straightforward projects where the young gifted students merely
describe something. All of these projects are very stimulating and challenging. They
involve the students using higher thinking skills, imagination and creativity in their

writing and presentation of the projects, which appeared to be ntissing in the
mainstream schools, as can be seen later.

5.7.4.4 Towards the subjects taught in the GEP
Favourite subjectls. As suggested by several researchers, when planning an

instructional progra:n for young gifted children, it is difficult for the teachers to keep
the gifted children challenged and to provide differentiated instruction to suit their
different levels of ability (McAdamis, 2000; Tomlinson, 1999; Reis, Kaplan,
Tomlinson, Westberg, Callahan, & Cooper 1998).
Hence the researcher felt that it was pertinent to investigate the young gifted
students' attitudes towards the subjects taught in the program.
Mathematics was a favourite subject for PA-l, PA-2, PC-5 and they each
explained:
PA-l:
"It's fun to do when you're free and when there's nothing to do. It
deals with a lot of complicating problems. I really like the Maths
teachers here in the program. "
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PA-2:

"Marhs isfim here and the reacher is very understanding and friendly
unlike the maths teacher in the mainstream school. He also
encourages us to solve the same probiem in many different ways. I

like his teaching methods a lot."
PC-5:

"Even though I'm not very good at it as my other friends are, I still
like it as there are many ways to solve a single problem and there is a
lot to leam from maths. And also I enjoy working on the challenging

activities that my teacher provides in the program. /like my teacher's
attitude toward teaching moths."

PA-l stated that he seldom gave up on a problem and that he tried it "over

and over again" till he solved it. He explained that if he really could not solve it after
having attempted for up to two or three days he would then consult his Mathematics
Teacher. He shared an experience eagerly:

"There was once I was stuck on a Maths quiz. I had been trying to
solve it for three whole days arid finally I approached the teacher and
he was puzzled by the quiz too and asked another Matlzs teacher. We
all tried to solve it together and in the end it was a small area that we
had overlooked. It was really fun working on that quiz with my
teachers. Since then, whenever they see me they ask if I have any new
challenge for them."
PA-2, PB-3 and PB-4 mentioned that English was one of their favourite

subjects for these reasons:
PA-2:

"/love to read novels and literature books and the English teacher is

really fun and full of new ideas. "
PB-3:

"English because it's more interesting and fun here and the teachers'
approaches are very different. In the old school we just used to sit at
our desks and do worksheets but now it's very good for we have
written scripts and put up sketches. That was very imeresting to do. I
enjoy English classes and the English teacher makes it very
rewarding."
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PB-4:
"E11glish, because I've always been good at it and it always has
somethi11g different for us to do especially in the GEP. The E11glish
language teachers are always full of surprises."
One student only (PB4) mentioned Science, as one of her favourite subjects
as well, while PC-6 was the only student who mentioned Physical Education as his
favourite subject. They elaborated:

PB-4:
"I also like Science in this program now. Because we have been doing
several experiments and there's more hands-on experience here. In
the mainstream, Science used to be so boring for the teacher would

just give us the answers to the experiments and we never even had the
chance to carry them out in the first place. "

PC-6:

"PE because I like to play games and I know how to play a lot of
games."
It appears that the young gifted children reported in the study here are
passionate about some subjects in the GEP and they seem to somehow link it to their

perceptions of the teachers as wen.
Least favourite subject!s. The researcher felt it important to investigate if
there were any subjects offered in the GEP that the students disliked and to detemline
the reasons they felt that it did not meet their needs.
Chinese was the least favoured subject to four of the six students (PA-2, PB·
3, PB4 and PC-5) because of the level of difficulty involved. They further
elaborated:
PA-2:
"It is very difficult and too time consuming to complete all the
Chinese homework. I wish the teacher will reduce the workload for

Chinese."

PB-3:
"It is very difficult and I usually get help from a girl in my class who
is a genius in that subject. The teacher is also very boring and it is
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not easy to concentrate during Chinese classes especially on a hot day
when it is boiling."

PB-4:
"Chinese, because it is so difficult to remember all the characters. I
am so accustomed to English. I speak in English at home and my
grandmother is the only person who can speak in Chinese when she
visits us."

PC-5:

"Chinese, because there is too much homework and the Chinese
exams are very difficult. The teacher is also very strict most of the
times."
Science and Music were also disliked by a student each (PA-l and PC-6), due
to the student's dislike of the teacher. They explained:
PA-l:

"Because the teacher is quite boring. It should be more fun. The
teacher gives too many facts all at the same time and sometimes it's
too complicating. We do experiments but I think it would be better if
the teacher explained some of the terms he uses first. He uses too
many complicated terms and he is so boring."
PC-6:

"Music, I dislike the teacher. She is very strict."

The researcher was again able to notice a connection between most of the
students' comments about their least favourite subject and their perceptions of the

teachers of those subjects.
5.7.4.5 Towards homework given in the GEP
The researcher probed the pupils' feelings towards homework and discovered
that all the students disliked homework, with Chinese singled out for special

mention:
PA-l:

"As everyone complains, I don't like homework, however, it is
necessary for us to gain practice before the exams. But I still don't
like Chinese homework. "
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Three of the six students reported in the study here (PA-2, PB-4 and PC-5)
mentioned that they always did their English homework first, since they enjoyed it,
but stated that they always left their Chinese homework till the end because "it took a
long time to complete it."

PA-2:
"/always leave my Chinese homework the last because I don't like it
and it is very difficult at times. Sometimes my mother asks me to do it
first since I take a long time to complete it. "

PC-5:
"Sometimes it can be terribly depressing and too time consuming
especially Chinese. But sometimes, I treat it as a pasHime activity if it

is to do with English"
PB-3 stated that she disliked homework in general, unless it was fun, and felt
that since she joined the GEP it has been more interesting. However, she stated that
she was not particularly fond of it because of the level of difficulty.
PC-6 also mentioned that he disliked homework in general and felt that he
could be "doing so many other things." However, he stated that he particularly
disliked Chinese homework. He felt:
"Since it is a must maybe we could have a little less especially for
Chinese. I takes a long time to complete my Chinese homework as it

is and we are usually given a lot of homework by our Chinese teacher
which makes it worse. "
It has been noticed that all the young gifted children reported in the study here

dislike homework, with Chinese singled out as being very time consunting and very
difficult. Three of the six students (PA-2, PB-3 and PC-5) have also written in their
'Me' box reflections that they dislike Chinese homework and that it is very difficult.
5.7.4.6 Towards exams in the GEP

During the interview sessions with the teachers of the GEP reported in the
study here, some teachers made the point that it was rather frustrating for gifted
students to sit for the same exam as the mainstream students. Hence, the researcher
probed the pupils' attitudes towards exams in general and sitting for the same exam
as the mainstream students in particular.
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It may be seen that four of the six students disliked exams and found them

difficult:
PA-2:
11

0h, I dread exams. I try not to revise but my mother always asks me
to revise what I have studied. I resent Chinese exams the most for I
have to memorise a lot for it. Oh, I think that it is not fair that we have
to sit for the same paper as the mainstream students. I think it will be
easy for us because we have so much practice and the content is
covered in a greater detail so probably we'll do better."

PB-3:
"Well, the exams are harder than the mainstream exams. I don't
understand why they have to give us such difficult exams now when
we are going to sit for the same exam at the end of this program
anyway. It's so unfair. I'm not enjoying the Science exams here for
there are too many terms that we have to remember and they are not
even going to be tested on in PSLE. "
PB-4:
"Exams are more difficult and they are more difficult to pass in the
program but since we are going to sit for the same exam as the
mainstream students these exams will prepare us to do very well in
our PSLE exam. It's not fair to the mainstream students."

PC-6:
"I hate Chinese exams. They are very stressful. I don't mind sitting
for the same exam for the Chinese exam since it will not be as difficult
as it is in the program. It is unfair to us since we have to go through
all the difficult exams and tests in the program and then sit for the
same paper."

PA-l differed greatly in his comment when he responded that he actually
liked exams and elaborated:
"It helps to see where I am, how much I have understood and
retained. But 1 think that it is unfair to us and to the mainstream
students to have to sit for the same exam in the end. If the questions
were set in a way to suit us it would be very challenging for them. If
questions were set in a way to suit them it vJould be very easy and
after working on such challenging sums and problems in this
program, it doesn't make sense to sit for a paper that is very easy. It
will be boring. "
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PC-5 felt that exams were necessary so as to be able to determine how the
GEP was actually assisting students and added:

"But maybe we shouldn't have the same exam as the mainstream
students since we seem 10 cover a f, more in depth. It's unfair to us

and to the mainstream studems."
Thus, all the students reported in the study here appear to feel very strongly

that it is unfair to them and to the mainstream students to sit for the same exam paper
in Primary six. as can be seen from their responses during the interview and from
their reflections in their 'Me' boxes. Subjects relying primarily on rote memory (e.g.
Chinese, Science etc) are particularly disliked.
5.7.4.7 Likes and dislikes about the GEP
The researcher wanted to find out what the pupils liked and disliked most
about the GEP in their school and why, in order to identify any areas for future
development.
The young gifted students reported in the study here liked the challenging,
friendly environment and attitude the teachers displayed towards them, as well as the

smaller class size that allowed more individual attention. They elaborated:
PA-l:

"/like the interesting activities we do in the program, the maths quiz
we are given and the challenging sums. I also feel that it is easier to
make friends here and that they are able to understand me better
here."
PA-2:

"!like the way the teachers teach in this program. They always teach
in a fun manner and it is very interesting but I feel sorry for the
Science teacher because the students are usually always yawning in
his class because it is quite boring because it's related to facts. The
teacher might fee/low.y because of this. I feel sorry for him."
She also stated with a smile that she fitted in well in this program. She wished
that all the students could be allowed to do this program. She explained that it was

"more interesting, fun and challenging compared to the mainstream school. "
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PB-3 and PB-4 also liked "the fewer number ofpupils and the big

classrooms" and felt that "the pupils and the teachers are more understanding" in
the program than in the mainstream schools. PB-4 elaborated:
"The teachers can answer our questions better than the mainstream
teachers who have about 40 pupils in a class whereas there are only

24 here itz my class. I can't understand why there aren't more schools
with Gifted Education Programs. There are only a few. My mother

and I feel that the program should be for everyone and not only for a
certain group of children. My mother also feels that even though I
didn't work hard for it I still deserve it."
PC-5:

"I like the teachers as they are forgiving and make learning fun."
PC-6:
"!like the experiments we carry out during the science lessons here

and the fieldtrips that are conducted in this program. "
However, all the students mentioned that they disliked the heavy workload

and homework given in the program. They commented:
PA-l:

"I dislike the homework and the extra workload we are given at times
in Chinese. It's too difficult and time consuming."
PA-2:

"I don't like the extra homework and the very heavy workload given
at times. I also dislike having to stay back after school often for group
meetings.
PB-3:

I dislike the amount of homework we are given especially in Chinese
and would prefer less homework and more Physical Education."
PB-4:

I don't like the workload. It's too much at times."
PC-5:

I don't like the homework load as there are too much workload in this
program."
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PC-6:

I don't like the amount of workload given in this program. It's too
much to handle at times. I don't think it's necessary especially if
we're not even going to be tested for PSLE."
A growing concern among all of the students reported in the study here

appears to revr>lve around the amount of homework and workload given in the
program, although all the students enjoy the challenge the program offers. Several of
the students interviewed have continuously displayed feelings of dislike towards

Chinese lessons and Chinese homework in particular.
5.7.5 Comparison of the Gifted Children's Attitudes
5.7.5.1 Significance
The MOE of Singapore recognises that gifted children should be provided
with a high degree of mental stimulation which may not be provided in the
mainstream classroom, and that as a consequence, the gifted child might become an

underachiever, or an indifferent or even disruptive class member (Gifted Education
Branch, 2001).

Hence, it is essential that when children present advanced abilities and
strengths during the early childhood years, they be provided with a curriculum that

best suits or matches their abilities, so that their potential can be maximised.
Therefore, as mentioned earlier in chapter two, the researcher felt that it was
vital to investigate the policy and practice in relation to preparation of mainstream
teachers in the identification of young gifted children in Singapore. When asked if
there was any form of training provided to early childhood teachers and mainstream
teachers on how to identify gifted children, the policy maker stated:

'7here 's no training for early childhood or mainstream teachers who
are not in the program."
Mainstream teachers who lack experience or training in effectively teaching
gifted students, might not realise the importance of providing a di!Ierentiated
curriculum. They might not see the need to provide challenging and enriched
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activities and lessons. They might just take the easy way out by following the
prescribed curriculum for the majority of children in their classroom.
Several mainstream teachers tell gifted students that there is no need for them
to learn anything in school and they emphasise so-called socialisation (Roedell,
1990). It is important to note that for a young gifted child in a kindergarten class of
25 to 30 students, major socialisation depends on the child's feeling of acceptance by
others: teachers and children alike. Moreover, if the mainstream teacher does not
acknowledge a gifted child's advanced abilities and intellectual curiosities and
interests by making him part of the curriculum, the child feels no acceptance from the

teacher (Roedell, 1990).
Hence, the researcher decided that it was pertinent to investigate the attitudes

of the gifted children in Singapore towards their current GEP teachers in comparison
to their fanner mainstream teachers, as well as their attitudes towards their
classmates and friends in the current GEP in comparison to former classmates and
friends from the mainstream schools. Responses of the children from the interview
sessions and from their written responses, which were grouped into the two main
groups of "Experiences since identification" and "Experiences prior to
identification", have been used for the following discussion.
5.7.5.2 Attitudes towards their early childhood teachers and mainstream
teachers in comparison to their GEP teachers

The researcher wanted to find out how the pupils felt about teachers in the
GEP program and teachers in mainstream schools in terms of their teaching

approaches, counselling, attention provided and attitudes towards teaching them.
All the students had positive feelings towards their teachers in the GEP
program and all of them mentioned that they preferred the teachers in the program to
the teachers in the mainstream schools.

PA-l elaborated during the interview that the teachers were "more fun to be
with" in the GEP and also felt very strongly that they were more understanding and

caring towards the students' needs. He further added:
"The teachers in the program are better trained to provide useful
advice and to be more attentive to the student,r.' needs. "
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He also felt that they had far better teaching methods and that they always
tried to make the students understand what they were teaching. He described:
"In the mainstream school the teachers used to just read from

textbooks and always gave very boring work. The GEP teachers don't
just read from the textbooks like the mainstream school teachers.
That's the best part of this program. The teachers here listen to what
we have to say and they encourage us to share our thoughts and
opinions. "

PA-l described the lessons in the mainstream class as being "boring,
unchallenging and not motivating" in his 'Me' box reflections.
He also held the opinion that the mainstream teachers were always in a ''rush

to complete the lesson" and that they seldom provided any opportunities for hands-on
experience. He insisted that he preferred the teachers in the GEP to the teachers in

mainstream and elaborated:

"I hated it like anything when the teacher too asked me to provide a
simpler answer and not use such complicated words. Since that day, I
stopped answering any questions on my own accord and never raised
my hand even though I latew the answer to the question. But it's
different in this school and the teachers encourage us to provide
different answers."

PA-2 strongly supported the GEP teachers' teaching methods and described:

"They do their part a lot. They try their best to make the lessons fun
and interesting. We have to be thanliful for that. I prefer the teaching
methods in the Gifted Education Program."
She recalled that in the mainstream school, the teachers were "usually very

impatient" and that they tended to "scold a lot." She also felt that "they just read
from textbooks" or wrote "on the blackboard" or gave jlboring worksheets" and

"scolded frequently. "
She appeared to feel strongly that there should be "more teachers like the

ones in the Gifted Education Program" and stated that she preferred the teachers in
the program to the mainstream teachers. She also described the GEP teachers in her
'Me' box as being "very friendly and understanding."
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PB-3 also preferred the GEP teochers' methods of teaching and explaining
and felt very strongly that they were very caring and pleasant, unlike some of the
mainstream teachers who were fierce. She elaborated:
"I didn't/ike some of my teachers from my previous school. They used
to be very snappy. Once, I forgot to bring my Maths worksheet and
the teacher, without even bothering to hear my explanation, just
snapped at me in front of the whole class. I hated it. The teachers are
more patient in this program and their way of teaching is more
interesting."

She also stated that her mother used to complain about the teachers in her
former school. However, PB-3 confided that there was one teacher whom she really

liked in her former school and that she missed a lot.
She has written in her 'Me' box that she found the lessons in the mainstream
school to be boring and that in the GEP, more individual attention was given by the
GEP teachers.
PB-4 felt that the GEP teachers were better trained than the mainstream
teachers and elaborated:
"The teachers in the program seem to know tht: subject they are
teaching better. They can explain the answer better but the fanner
teachers from the mainstream school used to ask us to go back and
look up the answer and if we went back not knowing the answer they
were not very happy about it either. I think that my fanner school was
a very good school but some of the teachers didn't seem to know their
subject content well and they never used to answer my questions
properly. In fact they didn't seem to like questions being asked at all. I
prefer the GEP teachers."

She has also described in her 'Me' box that the mainstream teachers were
"strict teachers" and that they conducted "boring lessons."

PC-5 found the teachers in the GEP to be very "enthusiastic teachers." He
also described them as being ''fun, intelligent and jovial." He stated that they
provided "various hands-on experiences." He felt that his mainstream teachers were
"also friendly" but that they always "seemed to be pressed for time" and that "they
had to rush the lessons to complete the syllabus. " He elaborated:
"They did not have time for jokes or for hands-on experiences. They
always gave a lot of worksheets during class time and also for
homework. We did not have many projects in the mainstream, and
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even if we did they were very simple and not as interesting as the one.'t
given in the program. I prefer the teachers in the program for they are
more fun to be with."
He has summarised his feelings towards the GEP teachers and their teaching
in his 'Me' box as being "pleasant, challenging, stimulating, motivating, thrilling

and fun." He has also described the mainstream work as being "boring" in his 'Me'
box.
According to PC-6 the GEP teachers "are more lenient, kind and friendly. "
He also commented:
4

'1 prefer them to mainstream teachers. They are very approachable
when compared to the mainstream teachers. They also do not just
read from textbooks or hand out worksheets after worksheets which
are very boring and childish at times. "

He also mentioned that the mainstream teachers failed to focus on each
individual student. He elaborated:

"They do not have time for that as they have about 36 students in
their class while the teachers in the Gifted Education Program only
have about 25 students in each class. The smaller sized class enables
the teachers in the program to focus on each individual students'
abilities and weakness."
PC-6 wrote in his 'Me' box that he "liked his English and Art teachers a lot"
when he was in Kindergarten. He has also written that the GEP teachers were "fun,

challenging and more intelligent" and that the lessons were more "interesting and

enriching" and that they provided a "variety offieldtrips. "
Thus, all the students appear to have positive feelings towards their teachers
in the GEP and to prefer the GEP teachers to their former mainstream teachers. They

have criticised several aspects of the mainstream teachers' teaching methods and the
way they treated them and responded to their questions or answers. The students also
appear to prefer the projects and activities offered within the program such as, field
trips to those of the mainstream program. On the whole, they appear to prefer the
attitudes and teaching methods of the GEP teachers and criticise some of the

mainstream teachers' attitudes and behaviour towards them.
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5.7.5.3 Attitudes towards their classmates from the GEP and classmates
from the mainstream schools
In the study reported here, the researcher probed the young gifted children
regarding their friends in the GEP and how they felt about them. The pupils were

asked if they had friends before joining the program in the mainstream setting and if
they kept in touch with them now. The researcher also asked the students if they had
ever felt left out or lonely and encouraged them to describe the incident that made
them feel that way or the most unpleasant incident that had happened to them.
Four of the six gifted students revealed that they did not keep in touch with

fanner classmates and friends from mainstream schools. However, PA-2 had some
good friends in her former mainstream school and confided that she was "sad to

leave them" when she first joined the GEP. She also mentioned that it was "quite
painful to pan" and that she maintained contact with them. Also, PC-5, who did not
have to change schools to join the GEP, said that he still saw his former classmates
and that he had "many friends from the other stream as well." PC-5 wrote in his
'Me' box that he had fewer friends in kindergarten and that he found them very

"childish. " However, he had many friends in the mainstream class, as stated during

the interview.
It may be seen from the gifted students' comments during the interview and
from their writings in the 'Me' boxes, that all the students had friends in the GEP and

five of the six students mentioned that these friends were more understanding.
Among the six students, one student only mentioned that he had never felt left
out. The other five students cited incidences where they felt left out. For four students

this occurred in the mainstream school, while for the remaining one, it to "'~k place at
home when her mother invited her friends and their daughters over. She described:
"I usually feel awkward to talk to them and feel left our a bit during
that rime for I don't know what to say to them. I have asked my mom
not to invite them or force me to sit with them but she always does. It
is unpleasant for me to sit there and waste my time not knowing what
to say to them. They always seem to have so much to talk such as
about shoes, shopping, clothes and so on."
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PA-l described his friends in the GEP as fun and understanding. He felt that
the majority of the students in the primary 4 GEP program were his friends and that
he enjoyed being with th,m. He further added:

"I like friends who are fun to be with. I dislike friends whn say that/
am too complicated. I like it better here. I think my friends here can
understand me better."
He confided that he did not have many friends in the mainstream and that he
used to get frustrated when his classmates said that he was "too complicated or that

he was a nerd. "
Similar feelings can be identified in his writings in the 'Me' box which reflect
that he had felt "very unhappy and lonely" in the pre-school and former mainstream
school. It reveals strong feelings of hatred:

"Hated my pre-school and primary school experiences. Will always
hate it. Don't ever want to visit it. Hated being in the two schools.
Students were very mean, called names, bullied me...felt different
from the other students at times and hated it when they said that I was
complicated including some of the teachers. "

He also elaborated during the interview:
PA-l:

"I always felt that nobody understood me and felt very angry and
frustrated with students who called me names and made fun of me. I
used to feel very left out whenever the whole class laughed at my
responses in class. The students used to make faces and say that I am
too complicated for them to understand me. "
Even though PA-2 kept in touch with some friends from her former school,

she also shared similar feelings of dislike towards some of her former classmates.
She explained:

"/loathe friends who don't care about your feelings. Some people are
very sensitive but some aren't. l despise people who don't care about
others. Some of my classmates in my former school were like that.
They used to pass hurtful remarks at times."
She said with a sigh of relief that she did not experience such "hurtful

remarks" from her friends in the GEP and described them to be:
"Very loyal and don't go around saying hurtful things behind your
back. I have a very close friend here. She's what /'ll always look for
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in a friend. She's loyal, tomboy:sh, has the same interests, talks about
the same kinds of stuff and so on. I have some very close friends here
now who share tlze same imerests and who seem to understand me
better."

Her writings in her 'Me' box suggest that she did not have many friends in
kindergarten and in her former mainstream school. It also suggests that she felt

"lonely am/left olll" there and that she was constantly hun by her former classmates'
unkind remarks, especially the boys whom she described as "really horrible and
extremely mean." She has also written that she "did not have to put up with unkind

remarks" since she joined the GEP and that she "did not have to pretend" that she
jfdid not know the answers." Her writing also reflects that she is "proud to do well"
in theGEP.
She also stated during the interview that she used to feel very left out in her
former school whenever her fanner classmates ganged up against her and when they
brushed her aside, saying that she was too sman for them. She described feeling very
hurt when they passed such comments. She mentioned:
"The most unpleasant incident was after each test in my fanner
school when the teacher read out our grades. I felt very sad when all
my friends got lower marks than me and when I was the top studem. I
know that a lot of my classmates hated me for that and sometimes I
even tried to make mistakes knowingly so that I would not be the first.
But when my mom heard about it, she gave me a long talk and said
that I should not do it. She said that it was not worth doing such
things for people who didn't care about others. I don't have that
problem here now and I'm not the top student all the time too."

PB-3 also felt that she had more friends in the program and elaborated:

"I only had one good friend in the mainstream school. The friends
that I've made here are more understanding and interesting. It's
easier to mix here than in my previous school."

Similar to PA-2, PB-3 also disliked the boys in her former school and
explained:

"[hated them. They usually picked on me and shouted names when I
passed them. Once, a boy pushed me when I refused to give him my

book for him to copy my homework which he had not done. "
When questioned if she had reponed it to her teachers or her parents, PB-3
shook her head and elaborated:
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"No, it will only make things worse for the boys will then be even
more horrible aftenvards and everyone will think that I'm very bossy

and proud. "
She wrote in her 'Me' box about her kindergarten experiences:
"I did not enjoy going to the school. I was miserable and unhappy.
My mother taught me at home."

She also mentioned that she used to feel very left out whenever her best friend
was either away from school or when she was paired up with someone else during
group work. She stated that she was tho only one who was nice to her. She further
elaborated:
"I hated the boys especially because they were always rude and mean.
The most unpleasant incident was when a boy tripped me purposely
and everyone laughed at me. I was so embarrassed and hurt by it and
felt left out and lonely. I didn't tell my parents about it because it
would be very childish."

She wrote similar feelings in her 'Me' box about her experiences in the
former mainstream school:
"I do not have many pleasant memories. Was bullied and picked on by
the boys."

PB-4 also mentioned that she had several friends in the program and that she
did not have any real friends except for one girl who was "fun, ir.:elligent, talented
and understanding. " She elaborated:
"I had a close friend in my former school. She was also offered a
place in the GEP but in a different school. She has now transferred to
this rchool and I'm so happy about it. She can sing very well. She is
usually very quiet. On the whole, I think the friends that I have here
are more understanding and share common interests and feelings. No,
I don't keep in touch with my fanner classmates."

PC-6 had more friends in the GEP and also admits being bullied by some of
his former classmates. He elaborated:
"I only had a few friends in my former school. I don't keep in touch
with them. I don't want to anyway. They always used to pick on me
and had a nickname for me that I was a proud peacock in Chinese and
also passed very hurtful names."
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He appeared to feel very strongly that his friends in the program were "far
more understanding and caring towards others' feelings."
His writings in his 'Me' box reveal that he was lonely at pre-school and that
he did not have many friends there as well. In fact, he has also written, "cannot
remember any friends" and further explained during the interview that his parents

had been rather concerned that he seldom got along with his cla.smates in his preschool and that he usually played by himself when he was younger. He has also
written that he used to feel "left out" and that his classmates in his former
mainstream school were "mean." During the interview he also stated that he did not
like his former classmates and that he knew that they did not like him too. He
elaborated:
"I always felt that they were very silly and childish in many ways and
could not find anything much to say to them. They always say that I'm
proud and that I'm a nerd. I don't know, maybe I am a little proud but

I'm not a nerd."
According to PB-4 whenever her mother invited her friends over for lunch
she felt awkward and left out. She elaborated:
"My mother's friends bring their daughters along and I usually feel
awkward to talk to them and don 'I know what to say to them. I have
asked my mom not to force me to sit with them but she always does
and it is unpleasant for me to sit there and waste my time not knowing
what to say to them. "

She also mentioned that she felt that her mother did not understand her
feelings and forced her wishes upon her at times.
Thus, four of the six gifted students (PA-l, PB-3, PB-4, PC-6) did not keep in
touch with fanner classmates and friends from mainstream schools. All the students
except for PC-5 have written in their 'Me' boxes that they have more friends in the
GEP and that they are more understanding. PC-5 is also the only student to state that
he has never felt left out. All the other students have cited incidents of this occurring
in their mainstream school with one stating that it took place at home. Also the
students have cited several unpleasant incidents that occurred in the mainstream
schools.
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5.7.6 Conclusion
On the whole, ail the teachers felt that the current GEP for Primary 4 gifted
children was effective and felt positive towards it. They felt that the in-depth
curriculum, the varied teaching methods allowed to be used in the program, the

accelerated learning and life long learning were the main advantages of the program.
TA-2 felt that the main advantage of the program wa< "moulding the children's

characters and building on their leadership qualities." TC-5 also felt very strongly
that the program had many positive aspects such as:
"varying teaching strategies, effective teaching methods and
approaches, ample opportunities for questioning of children,

flexibility in teaching and smaller number of students."
Similarly, ail the students appeared to prefer the lessons, teaching methods
and activities provided by the GEP teachers in the program to the teaching methods
and activities conducted in the mainstream. They seemed to be greatly motivated by
the various activities, enriching programs and projects offered in the program. They

all agreed that the projects given in the program were more challenging, interesting,
fun and motivating when compared to the work given in the mainstream, which they
described as boring. This confirms the importance of early identification, since
failure to do so can create a lot of problems such as underachievement, stress and

boredom. Several studies have also confinned that the most intellectually gifted
students are often highly critical of their teachers and report that the school system is
extremely boring (Winner, 1996; Gallagher, Harradine & Coleman, 1997).
TC-5 felt that all students, including the mainstream students, would benefit
greatly from such a program. Similarly, one student (PB-4) also felt that the program
should be available "for everyone and not only for a certain group of children." She
added that her mother felt that way also.
The main disadvantage of the program was thought by two of the teachers
(TA-l and TB-3) to be asking the gifted children to sit for the same PSLE exam as
the mainstream children. As TA-l elaborated:
"It takes the joy out of learning when it is the same exam that is used
in the mainstream as well. ''
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She also stated that the gifted children felt very frustrated when they were
tested for the same exam as the mainstream children especially when they had
covered more content. It appeared to be frustrating for the teachers too when gifted
students wanted to explore a topic further and they had to cut it short, since the

students would not be tested on it.
Similarly, all the children interviewed in the study reported here appeared to

be concerned that it was rather unfair to them and to the mainstream students to sit
for the same exam papers as the mainstream students in Primary six. PB-3 also wrote
in her 'Me' box that she was wonied about her Chinese and Mathematics exams and
about having to sit for such difficult exams in the program when ultimately she was

going to sit for the same PSLE exams as the other mainstream students.
TA-2 felt that the disadvantage of the program was the attitude of the gifted
children who felt that they were different and far better than the others while two of
the six teachers felt that the children's childhood was lost. In the words ofTA-2:

"The children think that they are different from others and that they
are far better than the others. The program needs to look into this."
Gifted children have been identified as different by researchers from the first
year of life when they have a heightened awareness of their surroundings and demand

more stimulation from the environment. Therefore, parents and educators should not
have the same expectations of them as they have of other children (Morelock, 1996;
Silverman; 1997).
All the students involved in the study reported here appeared to feel
confident. While two of the six students did not believe that there was anything
special about them, three believed that they were special and one thought that
everyone had something special about them. PC-6 felt that he was different from the

others since he could "remember almost exactly what the teacher said during the
class" and PC-5 felt that he was special in the sense that he was very good at playing
chess, whereas PB-4 saw herself as special since she was very good at drawing.
Gifted children are often mistakenly thought not to have any problems and
therefore not to require special attention. It is important to note that they do have

special needs and may encounter problems such as emotional coping, peer pressure,
parental protectiveness, as well as social and academic needs (George, 1992).
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Five of the six teachers felt that parents had very high expectations of their
children and all of them advised parents not to place very high expectations on them,

or pressure their children. This is also reflected in the children's responses during the
interview and their comments in the 'me' boxes that they constructed, for five of the
six students reported experiencing some form of pressure from their family members,
relatives and friends.
Three of the six students had extra tuition, and even though they did not enjoy
it, they were forced to have it by their parents. PC-5 appears to be the only student
who did not experience any form of pressure. For (PA-2, PB-3 and PB-4) their

mothers appear to place more expectations and pressure on them than their fathers.
Similarly, the policy maker also mentioned during the interview, that Singaporean
parents place very high expectations on their children and that the MOE constantly
faces parents asking for ways to prepare their children to enter the GEP, even though
the MOE advises them not to prepare their children for the Screening Tests.
As teaching and learning commences in the home, parents and family play a
critical role in the education of the young gifted child and effective parents are those
who nurture their young gifted children's creativity; who display low levels of

frustration; exercise a suitable amount of flexible control; display confidence in their
ability as teachers; and conduct themselves as facilitators of the teaching or learning
process (Snowden & Christian, 1999). Hence, the young gifted children's wishes in
the study reported here, should be respected, and parents should not place undue
stress on their children by forcing them to attend tutoring on top of the heavy
program they have in theGEP.
Collaboration between parents and educators is essential, to enable the young
gifted children to achieve healthy emotional, as well as intellectual growth. Thus, to
fully benefit from this combined effort, it is important that there be congruence of
expectations, so that the young gifted children are given appropriate guidance, and to
maximise their chances of fulfilling their potential (Webb, 1999).

It is important to note that all the young gifted students reported in this study
appear to set very high goals for themselves. When questioned about their most
frightening thought, all of them, except for one student, expressed fears in relation to
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their academic achievement and of disappointing their family if they were not one of
the top students in the PSLE in Singapore.
TC-5 felt that the main disadvantage of the program was that it was often
"v1'ewed as being elitist" and that there were "insufficient parents' briefings." Two

teachers (TA-2 and TC-5) felt that there could be some improvements made to the
program. TC-6 felt that it was a challenging program, but that it "pressured children

with too much work at times." TC-6, although not citing any advantages of the
program, mentioned that it was too tough, especially in terms of "time management

and workload"
In line with the teachers' responses, Chinese appeared to be the least favoured
subject among four of the six students (PA-2, PB-3, PB-4 and PC-5) because of the
level of difficulty involved. It was also noted that all the young gifted children
disliked homework in general in the GEP, with Chinese singled out as being very
time consuming and difficult. Three of the six students (PA-2, PB-3 and PC-5) also
shared similar opinions in their 'Me' box reflections.
During the intervi~~w, most of the students also reported that there was too
much homework given in the program and three of the six students who had tutoring

also stated that they had very little time to do other things after completing the
homework given from school and from tutoring. PA-2 appeared to not only dislike
the amount of homework given in the program, but also having to stay back after
school for meetings. She felt that it gave her very little time to read books, which she
enjoyed.
Four teachers (TA-l, TB-3, TC-5 and TC-6) held the very strong opinion that
the MOE of Singapore should look into training mainstream teachers to identify
giftedness and provide a differentiated curriculum. They stated that this would reduce
some of the problems faced by mainstream schools such as boredom among students,
students not achieving their full potential, frustration, and an increase in aggressive

behaviour among students who are capable of better performance. All the teachers
interviewed in the study felt that there could be improvement in the current
procedures of identifying young gifted children.
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Similarly, all the students who expressed positive feelings towards their
teachers in the GEP program, preferred these teachers to the teachers in the
mainstream schools. They felt that the GEP teachers were "more fun to be with" and
that they were more understanding, caring and attentive towards them. They thought
that the GEP teachers were "better trained to provide useful advice" and that they
were more knowledgeable. The students thought that the GEP teachers were better
equipped with a variety of teaching methods and that they explored areas in "greater

depth and breadth. " They felt that the GEP teachers were always encouraging the
students to brainstorm ideas and to come up with new ways to solve a single
problem. The students also felt that the GEP teachers always made sure that the

students understood what they were teaching.
When the students expressed their views of their former mainstream teachers,
criticisms were that the mainstream teachers ''just read from the textbooks"; always
provided "boring work"~ were always in a rush to complete the lesson; and
discouraged students from posing questions. They also felt that there was insufficient

exposure to hands-on experiences in the mainstream classes.
Some of the students expressed strong feelings of displeasure about their
experiences in the mainstream classes. PA-l explained that he was hurt and "hated
it" when his teacher asked him to "provide a simpler answer and not use such

complicated words. " He stated that he had stopped asking or answering questions
altogether, on his own accord, even if he knew the answer, due to the fear of being
mocked by the other students as being "complicated." PA-2 and PB-3 felt that the

mainstream teachers were very impatient and that they were rather "hot tempered
and snappy. "
PA-2 summed it up for all the young gifted students by saying that there
should be "more teachers like the ones in the Gifted Education Program" and PC-6
felt that the GEP teachers were "more lenient, kind and friendly."
All the students appeared to feel strongly that the smaller class size in the
GEP allowed the teachers more time to focus on the individual student's abilities and
needs, whereas the mainstream teachers, who had about 36 to 40 students in a class,

were often pressed for time and too stressed out with their wolk to concentrate on
each individual student.
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The GEP teachers believed in educating the young gifted children to be more
open, to develop social skills, develop interpersonal skills, leadership qualities, to
work collaboratively in a team and be morally upright. The opinions of the six
teachers interviewed in the study coincide with the aims of the GEP in developing of
young gifted children in a wholistic manner.
The young gifted students also expressed the view that they should be morally
upright and that the program helped them to work collaboratively in a team. Their
comments and their writings in their 'Me' boxes reveal their concern for their

community and the world. They appear to have made several new friends in the
program, which suggests the success of the GEP in achieving some of its main
objectives.
In fact, from the data gathered in this study, it appears that all but one of the

young gifted children had very few friends in their former mainstream schools. Also,
four of the six gifted students revealed that they did not keep in touch with former
classmates and friends from mainstream schools, except for PC-5 who was still on

friendly terms with his former classmates, since he did not have to change schools to
join the program. However, in his 'Me' box writings, he reported fewer friends in

kindergarten and that he found them very "childish. "
It may b' seen from the gifted students' comments during the interview and

from their writings in the 'Me' boxes that all the students have friends in the GEP,
with five of the six students stating, that these friends are more understanding. Most
of the students cited incidences where they felt left out in the mainstream schools and
expressed feelings of hatred and frustration about certain unpleasant incidents that
had occurred in the mainstream schools. Some of the students (PA-l, PA-2, PB-3,
PC-6) had been called names and been bullied by some of the mainstream students.
All the students agreed that the friends they had made in the program were
more understanding and shared several common interests. They found it easier to

communicate with classmates in the program. PA-2 stated that the students in the
GEP were very loyal and did not pass hurtful comments as some mainstream students
in her former school, especially the boys had done. She also stated that she did not
have to pretend not to know the answers in the GEP, since she did not have to worry
that she would be called the "smart one" as some mainstream boys had done in her
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former class. Now she was proud to do well in the program. PB-3, with one good
friend only in the mainstream school, had felt very lonely and left out whenever her
friend was away from school or placed in a different group.
Several studies have indicated that young gifted children, when placed in an
environment that is not stimulating or challenging, can easily become bored (Winner,

1996; Kaplan, 1990; Coleman, 1996; Lim, 1994; Plucker, 1994; Callahan,
Cunningham & Plucker, 1994; May, 1994; Sowa, Mcintire, May & Bland, 1994;
Morelock; 1996). Other studies have revealed that young gifted children progress at a
higher intellectual level than their age peers, presenting a strong case for early
identification and intervention for very young gifted children (Sankar-Del..eeuw,
1999; Kola, 1999; Gross, 1999; Hertzog & Fowler, 1999; Harison, 1999; Morelock,
1996; Silverman, 1997; Weber, 1999).
In short, the comments made by the young gifted children indicate their
preference for the GEP teachers, their teaching methods, the activities provided and
the friends and classmates in the program in comparison with the mainstream
teachers, teaching methods and activities, as well as the students in the mainstream.

They prefer the projects, the various programs offered within the GEP and the many
field trips and outdoor activities organised by the teachers in the GEP. They also
stated that they were very grateful to be selected to join the program and that they
liked the flexible attitude of the GEP teachers.
It is important to note that the opinions of the six teachers interviewed in the

study not only coincide with the aims of the GEP in catering for the total
development of young gifted children, but are greatly appreciated by the GEP
students as well.

5.8Summary

This chapter presented the background information of the policy maker, the
six Primary 4 gifted students and the six GEP teachers. The data were obtained
through triangulation using the methods of semi-structured interviews, guiding

interview schedules/ questions, document reviews, audio recording and 'Me' box
writings of the children. An analysis of the data collected from the participants of the
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study reported here and a summary of the children's 'Me' box writings were then
presented to answer the three research questions. The foiJowing chapter will

summarise the whole study, and draw implications for policy and practice, as well as

future research.
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CHAPTER SIX.
SUMMARY AND CONCLUSION
This study has focused on the three main areas of provision made for young
gifted children in Singapore; the roles of the Policy Maker and teachers of Gifted
Education in Singapore; and the attitudes and opinions of teachers and children of
current Gifted Education provision in Singapore, in answer to the three major
research questions. Many important issues have been discussed in the process.

A summary of the major findings of the study and the answers to the research
questions are provided in this chapter, along with implications for Policy and Practice
and further research; limitations of the study; and recommendations for measures to
further increase the achievement of young gifted students in Singapore. The main

points discussed in the literature and the important findings of this study are
reiterated in this chapter. Since this study involved a small number of informants,
generalisation of findings to the population at large is not possible. The researcher

also acknowledges that the GEP programs may vary between schools, resulting in
some possible variations in children's and teachers' perceptions of the current GEP
in Singapore. Individual differences between children may also constitute another
confounding variable.

6.1 Summary of the Major Findings of the Study

I.

Research indicates that Singapore's education system is frequently criticised

by parents and that increasing numbers of children in Singapore are
undergoing stress and seeking help from psychiatrists (Jee 2001).
Psychiatrists have warned that this trend will continue if the stressful
educational environment does not change (Ting, 2001).
2.

According to Fleith (1998), young gifted students have received considerable
attention as a group that might be vulnerable to suicide. A number of
Singaporean students have commi.tted suicide and research suggests that these
children have often experienced anxiety and insecurity in their relationships

with their parents, with regard to their education (Yeo, 2001).
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3.

According to a survey conducted comparing stress levels of Singaporean

students with those of American and Japanese students in Singapore, one in
two Singaporean children cited failing their examinations and not scoring
high marks as their greatest fear. Ninety percent of the Japanese children cited
losing their parents. while eighty percent of American children said losing
their friends was their greatest fear (Davie, 200 I).
4.

In a face-to-face session with Prime Minister Gob Chok Tong, it was reported
that he thought that the average child was doing fine in Singapore, but it was
the gifted children who thought that they had under-performed and
disappointed their parents, who thought of committing suicide. He also added
that parents of children with ability held very high expectations for their
children (Ng, 2001).

5.

The Prime Minister of Singapore continues to emphasise that the key to
continued growth is to seek out talented people and that every Singaporean is
competing against the rest ofthe world due to globalisation. Thus, there is a

strong need for emergent thinkers or innovators and Singapore, with its strong
reliance on human resources, cannot afford to lose its talented and gifted
children (Singapore Government Media Release, 2000).
6.

In 1981, the late DrTay Eng Soon, then Minister of State for Education, led a
mission to study Gifted Education Programs in other countries and this
mission further strengthened the belief that there was a strong need to
commence a program for gifted children in Singapore (Gifted Education
Branch, 200lb).

7.

The MOE has no involvement in early identification and provision of the
young gifted children who are too young to sit for the Primary 3 Screening
Tests (Ministry of Eduction, 1999).

8.

The MOE has no involvement in training early childhood professionals or
mainstream teachers in identifying or providing for children who display
signs of giftedness in the early years, before they are eligible to sit for the
Primary 3 Screening Tests.
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9.

There are other organisations in Singapore that conduct tests and provide

various enrichment programs and talks on gifted education.

10.

The current GEP appears to cater for the young gifted children's needs, as
they express very positive feelings towards their GEP teachers and the current

GEP. in comparison to their former mainstream teachers and the education
they received there.

II.

However, certain areas of concern were raised by the young gifted students
with regard to the current GEP, such as having to sit for the same exam as the

other mainstream students and having too much homework. Chinese was also
singled out as being too time consuming and difficult.

6.2 Summary of the Answers to the Research Questions

6.2.1 Research Question 1: What Provision is made for Young Gifted Children
in Singapore?

I.

The GEP has six main goals and they are divided into two main groups:
"Meeting pupils' cognitive needs" and "Meeting pupils' affective needs"
(Ministry of Education, 1999, p. 4).

2.

Enrichment is the chosen means of differentiating the curriculum for the
gifted children. The GEP Enrichment Model is drawn from the conceptual
models of a number of gifted programs that are offered around the world
(Gifted Education Branch 20011).

3.

The GEP aims for the whole development of gifted children through the
Affective Education Programme that comprises Civics and Moral education,
Pastoral Care and the Community Involvement Programme.

4.

Specific needs of the young gifted children are addressed during Pastoral Care
by a teacher in the form of small group discussions.

5.

Enrichment is accomplished through curriculum differentiation in four areas:

content, process, product and learning environment (Ministry of Education,
1999).
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6.

To facilitate gifted students' re-entry into the mainstream if they wish to

withdraw from the GEP, the mainstream school curriculum is the
commencing point for the GEP enrichment of gifted children. Hence, the
primary GEP students sit the PSLE at the end of Primary 6, together with the
mainstream students (Gifted Education Branch, 2001e).
7.

On the whole, even though the GEP covers the same syllabus a• that covered

in the mainstream classes, the topics are explored and covered in greater
depth and breadth. More emphasis is placed on creativity and higher order
thinking skills and it is more intellectually challenging (Gifted Education
Branch, 200le).
8.

Various teaching strategies are used to cater for the different learning styles of

the young gifted students in the GEP. Provisions made for discovery learning,
open-ended problem solving, small-group discussion and, hands-on
experiences. The young gifted children's research skills are also developed
through independent study.
9.

Capable young gifted children with specific interests are given opponunities
in the GEP to pursue projects at advanced levels of involvement and to work
with professionals jointly organised by the GE Branch and teniary institutions

or professional organisations in Singapore.
10.

The young gifted students are given the freedom to express themselves in a

creative manner and they are encouraged to present their work in many fonns
such as reports, dramas, poems and computer simulations.
II.

fu the GEP, the learning environment is modified to suit the young gifted

children's needs. The teacher is a facilitator rather than an instructor and the
environment is more learner-centred. It allows more risk-taking and provides
more opponunities for social interaction among the young gifted children.
There are many opponunities for out-of-school experiences such as field

trips, camps and community involvement programs as well.
12.

The main aim of these activities is to develop self-directed, lifelong and
independent learners (Gifted Education Branch, 200Ih).

138

13.

The GE Branch of the MOE only provides enrichment programs for the
selected intellectuaily gifted children from Primary 4 to Secondary 4. The GE
Branch of the MOE does not cater for a child who is too young to sit for the
Primary 3 Screening Test. The MOE has no involvement in the identification
or provision of young gifted children before age nine.

14.

As the GEP is not offered before Primary 4 in any government or

government-aided school in Singapore, parents have to search for other
means to provide for their gifted children if they suspect that they are gifted.

15.

The GEP has no involvement in training the mainstream teachers or the early
childhood teachers in identifying the young gifted children who are too young
to sit for the Screening Test.

16.

The NUS, the Association for Gifted Children, Mensa and the Morris Allen
Study Centres are some of the other organisations in Singapore that provide

some form of assistance such as counselling, advice, IQ tests or enrichment
classes to parents and their gifted children who are too young to sit the
Primary 3 Screening Test.

6.2.2 Research Question 2: What are the Roles of the Policy Maker and
Teachers of Gifted Education in Singapore?

I.

The GE Branch consists of a Deputy Director, two Assistant Directors and a
team of specialist officers. The main role of the Branch is to plan, implement
and monitor the GEP and to work together with the schools to accomplish the
goals of the GEP (Ministry of Education, 1999).

2.

The main duties of the team are to: identify and select intellectually gifted

students for the GEP; design a differentiated curriculum; coordinate special
programs for intellectually gifted students; select and provide appropriate

training to GEP teachers; monitor and implement the program in the nine
primary schools; and evaluate and conduct research on the GEP (Ministry of
Education, 1999).
3.

The policy maker oversees the implementation of the GEP in the nine primary
GEP schools and his maln role is to: implement and monitor the primary
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GEP; implement the enriched curriculum; supervise research; evaluate,
construct and administer tests to select pupils for the GEP.
4.

To ensure that the GEP teachers are capable of accommodating and achieving
the GEP's goals and objectives, the MOE has a strict selection procedure for
recruiting teachers into the GEP.

5.

Furthermore, the selected teachers are regularly observed teaching gifted

children in their classrooms so as to monitor the effectiveness of their
teaching strategies; skill in questioning and responding to students' questions;
tolerance for the gifted children's curiosity; and patience with gifted children.
6.

The minimum qualifications required for the primary GEP teachers are the
General Certificate of Education, 'A' Level Certificate and a Diploma-inEducation (Ministry of Education, 1999).

7.

Gifted education specialists and overseas consultants conduct workshops
locally and provide ongoing training. conferences and seminars to allow
ample opportunities for the GEP teachers to share their experiences and
teaching methods, gain new ideas and become aware of the latest
developments in research related to the gifted education field.

8.

GEP teachers with more than 3 years experience in the program are required

to complete the two courses of, 'Curriculum Differentiation for the Gifted'
and 'Affective Education for the Gifted' (Gifted Education Branch, 200lk).
9.

GEP teachers are sometimes sent overseas for courses in the field of gifted
education or on attachment to gifted education programs (Ministry of
Education, 1999).

I 0.

A crucial role of the GEP teacher is to provide a differentiated curriculum,
thus accommodating learning differences in gifted children.

II.

The GEP teacher's main role is to be a facilitator rather than an instructor; to

make the classroom environment more learner-centred; to encourage the
gifted children to talk, interact among themselves in pairs or in groups; and to
provide greater physical mobility within the classroom (Ministry of
Education, 1999).
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12.

All the teachers reported in the study perceive their role as facilitators and

organise various enrichment activities for young gifted students.
13.

GEP teachers believe in lifelong learning and continuously attend workshops

and conferences on gifted education and collect information about various
teaching practices used locally and globally.
14.

GEP teachers search and gather useful and challenging materials and
resources for young gifted children.

15.

Advice and counselling is provided by GEP teachers to the young gifted

students and their parents when necessary, in relation to their academic
achievements and performance in class.

16.

Parents are informed of useful resources and workshops on gifted education.

17.

Careful observations are carried out constantly of the young gifted students.
Children who display any signs of concern are referred to the In-house

counsellors or to private psychiatrists.
18.

The GEP teachers also appear to recognise the importance of conducting
lessons and activities at a pace and level which is suitable for all the young
gifted children in their classrooms and emphasise the impmtance of being

well prepared, organised and enthusiastic.
19.

Some positive outcomes identified by the GEP teachers of being well

organised are the prevention of unnecessary distractions from taking place or
boredom among the students. They also appear to feel that this assists them in

presenting the lessons at a much faster pace that is better suited to the higher
levels of these gifted students.
20.

The teachers foster socialisation among the gifted students by providing

various activities within the classroom and outside the school to develop
socialisation skills among the young gifted children. Activities most

commonly mentioned by the teachers were "the orientation program, pair

work, group discussions, group projects and group presentations, camping
and excursions". Other activities included organising birthday parties,
Assembly Items and the Racial Harmony Day.
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21.

All the teachers appear to feel rather strongly that it is essential that they help
to create a friendly and warm environment and that they encourage
competition among students in a friendly manner that prevents any hostility or

jealousy from taking place.
22.

The GEP teachers are very committed to teaching gifted children and
frequently make use of other teachers in the GEP as resources, especially to
provide a variety of enriching and intellectually stimulating and challenging
activities and lessons.

23.

The GEP is also committed to being attentive to the gifted students' varying
needs. They organise the children into different groups according to their
abilities and at times provide activities that are specially tailored to each

group's abilities.
24.

All the young gifted children reported in the study here expect their teachers
to facilitate learning for all children. They expect them to be kind,
understanding and approachable. They expect their teachers to know their
work well, to possess strong content knowledge prior to teaching them and to
encourage risk-taking. They expect teachers to provide ample hands-on
experience and interesting, fun activities and to be creative.

25.

On the whole, the teachers perceive their roles to be facilitators; advocates of
lifelong learning; useful resource gatherers; providers of enriched
differentiated curriculum; observers; counsellors; enthusiastic, animated and

passionate teachers of young gifted children; and to foster socialisation
among the gifted children. It is important to note that their perceptions of a
GEP teacher are congruent with those of the MOE in Singapore, the policy
maker, the young gifted children reported in the study and researchers around
the world.
6.2.3 Research Question 3: What are the Attitudes and Opinions of Teachers
and Children of Current Gifted Education Provision in Singapore?
1.

In terms of recruitment of the GEP teachers, the teachers interviewed in the
study reported here feel that fresh graduates lack experience; that the selection
procedure for GEP teachers is of a high standard and is based on the selection
142

..

[].
.

officers' standards; but that the selection procedure should be amended since
some of the officers are stricter than others, which causes the likelihood of

inconsistency in the selection of teachers.
2.

In terms of the selection procedure for young gifted children into the GEP,
four teachers (TA- 1, TB-3, TC-5 and TC-6) hold the very strong opinion that
the MOE of Singapore should look into training mainstream teachers to

identify giftedness and provide a differentiated curriculum.
3.

All the GEP teachers agree that failure to do so will increase the problems

being faced by many mainstream schools such as boredom among students,
students not achieving their full potential, frustration and an increase in
aggressive behaviour among students who are capable of better performance.
4.

They also believe that early identification is possible if teachers from the
mainstream schools are properly educated in identifying gifted children and in

conducting observations.

5.

It is suggested that parents and psychologists be included in the identification
procedure by two teachers (TA-l and TB-4). A face-to-face interview with
children who display signs of giftedness in the early years before the primary
3 Screening Test is also suggested by another teacher (TC-5). Yet another
(TA-2), suggests including mother tongue subjects in the Screening Tests.

6.

All the GEP teachers interviewed in the study reported here share a common
belief that young gifted children have special needs. In terms of early

identification, the teachers have differing views with two teachers (TC-5 and
TC-6) strongly supporting early identification, while another two (TA-2 and

TB4) oppose it. One teacher also feels that early identification should include
specific and not general ability.
7.

Four of the six teachers have never felt intimidated by the gifted children
whilst the other two teachers (TC-5 and TC-6) appear to have felt intimidated
initially only, on first joining the program.

8.

The teachers believe that the children should learn to be more open, develop
social skills, develop interpersonal skiils, leadership qualities, work
collaboratively in a team and be morally upright. These opinions are
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congruent with the aims of the GEP in taking a wholistic view of the
development of young gifted children.
9.

Five of the six teachers interviewed welcome parent participation and feel
that there should be more programs organised to include parents.

10.

All the teachers except for one (TB-3) do not mind parents approaching them

for advice, but they discourage parents from being overly concerned with
their children's grades and welcome those parents who seek more information
on coping with their children's giftedness. TB-3 is the only teacher who has

not experienced parents approaching her for advice in tenns of their
children's grades or performance in class.
1I.

The teachers feel that most of the gifted children have problems coping with

their parents' expectations and advise parents not to pressure their children.
They feel that the MOE should look into organising more programs on ways
in which parents can assist their gifted children.
12.

Of the three schools, two schools (SCH-A and SCH-B) appear to have more
parental involvement. Parents help out with the children's Chinese Language

at home; newsletters are sent out to parents to inform them of any upcoming
events; and feedback forms are given regularly when the children first join the
program. The two teachers from SCH-C feel that there should be more

involvement of parents in their school.
13.

All the students reported in the study here have diverse favourite pastimes
such as surfing the net, working on challenging mathematics quizzes, playing
the piano, acting, playing basketball, chess and cycling. All the children enjoy
reading books, although the types of books they enjoy varies.

14.

Five of the six students appear to find their younger siblings to be irritating or
annoying <md prefer to hang around with their older siblings.

15.

Three of the six students have a member of their fantily who was also offered
a place in the GEP and who is in the program. All the students have some
form of support from their fantily members with their schoolwork.

16.

Three of the six students receive extra tuition and do not enjoy it. Five of the

six students have experienced some form of pressure and high expectations
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from family members, relatives and friends. PC-5 appears to be the only
student who has not experienced any pressure. Por PA-2, PB-3 and PB-4 their
mothers appear to place more expectations and pressure on them than their

fathers.
17.

The thought of either failing or disappointing a family member is the most
common fear given by five of the six students. PC-5 is the only student who
mentioned issues such as global warming, pollution and flooding, causing the
world to come to an end, as the most frightening thought for him.

18.

All the students reported in the study enjoy working on the various projects
given to them in the GEP. They appear to learn many new skills such as
conducting research, being creative and innovative, analysing and developing

different writing skills, and using higher order thinking skills. They consider
these projects to be fun, interesting, challenging and motivating. All the
students appear to find working on the social studies project particularly
enjoyable.
19.

Mathematics and English appear to be the favourite subjects for most of the
students whereas, Science and Physical Education appear to be the favourite

subjects for two students. Chinese appears to be the least favoured subject
because of the level of difficulty involved and Science and Music are also
disliked due to the students' dislike of the teachers. The children's reasons for
their likes and dislikes of the subjects appear to be connected to their
perceptions of the subject teachers.

20.

The children report a dislike of set homework in general and Chinese in
particular due to it being very time consuming and difficult, taking time away
from more enjoyable pursuits.

21.

PA-l and PC-5 are the only two students who differ in their opinion of
exams. PA-l likes exams and PC-5 feels that they are necessary. However, all
the children feel that it is an unfair system to have mainstream and GEP
students sitting for the same PSLE and most of the students reported in the
study appear to dislike exams in general and feel that the exams are very
difficult. This may be linked to their fear of not being the best.
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22.

The GEP students appear to favour the challenging, friendly environment and
attitude the teachers display towards them, as well as the smaller class size

that allows more individual attention. One student wishes that all students
could be included in a program like the GEP.
23.

The heavy workload and homework given in the program is disliked by the
GEP students with Chinese singled out for special mention due to it being too
time consuming and difficult.

24.

The students have positive feelings towards their teachers in the GEP
program and prefer the teachers in the program to the teachers in the

mainstream schools. Reasons given are that the GEP teachers are more
understanding; fun to be with; and provide more challenging and interesting

activities in contrast to the mainstream teachers who are rather boring and
give work that is neither challenging nor interesting.
25.

All the students have several friends in the program and five of the six

students appear to feel that these friends are more understanding. Four of the
six students do not keep in touch with former classmates and friends from
mainstream schools. One student (PC-5) appears to have never felt left out.

All the other students seem to have experienced unpleasant incidents in the
mainstream school or have experienced feelings of loneliness or harassment
from fanner classmates, either in their preschool or primary school before
they were selected to join the program. PB-4 feels left out at home when her
mother has her friends over.
26.

On the whole, all the students expressed preference for the GEP over the

mainstream schools due to the interesting, creative teaching methods used in
the GEP; the positive attitudes of the GEP teachers; the challenging and

enriching activities provided in the program; the smaller class size which
enables more individual attention; and the positive and understanding
attitudes of their classmates. However, all the students appear to dislike the
heavy workload and set homework given in the program.

146

w

27.

All the students are confident in themselves. While two of the six students do
not believe that there is anything special about them, three believe that they
are special and one feels that everyone has something special about them.

6.3 Implications
The findings of the study reported here give rise to a number of implications
for policy, practice and future research. The recommendations incorporate

suggestions offered by the young gifted students, the GEP teachers and other research
findings where relevant. The study reported here is a case study and as such is not
concerned with generalisability. However, this study provides preliminary findings

that may be used as the basis for further research to be undertaken. Hence, a largescale study and direct observations of the gifted children and their teachers in their
natural settings, which was not possible here due to time constraints, may assist in

validating the findings of this study.
6.3.1 Implications for Policy, Practice and Future Research
I.

Parent Education and Participation
Since the workload is heavy and challenging in the GEP, the MOE advises

parents not to arrange tutoring at home for their children (Ministry of Education,
1999). However, it appears from the data gathered in the study reported here, that
three of the six gifted students receive extra tuition at home, even though they have

expressed their dislike of it to their parents and lack of free time to pursue their own
interests and engage in reading which they all find motivating.
This indicates, as suggested by the GEP teachers, that the MOE should
consider promoting and encouraging parent participation in areas other than the
children's academic performance.

It is recommended that the MOE organise more programs to assist parents to
better cater for their children's giftedness. Newsletters could be sent to parents on a

regular basis, together with the brochures that are sent to them when the children first
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join the program, giving details of the latest developments in gifted education and
upcoming seminars and conferences.

II.

Include parents in the gifted education seminars and conferences
organised by the GE Branch of MOE
All the teachers reported in the study here found the workshops, seminars and

conferences organised by the GE Branch very useful in building their knowledge of
the characteristics of young gifted children; appropriate ways to educate them; and
resources available globally and locally. Hence, the MOE should send invitations to
the parents to attend such seminars and conferences on gifted education in order to
increase their understanding of what giftedness is and appropriate ways of dealing
with their children's giftedness.
ill.

Provide information on other gifted education institutions in Singapore
Parents could also be made aware of organisations in Singapore such as NUS,

Mensa and the Morris Allen Study Centres that provide advice and assistance to the
parents of young gifted children.

IV.

Investigate the causes of the current stressful education system and the
rise in the number of young children consulting psychiatrists and
committing suicide
All the young gifted students except for one (PC-5) indicated that they had

experienced some form of pressure from their family and relatives. They were also
very concerned about disappointing their parents if they did not do well in the PSLE
and worried about facing their parents if they did not meet up to their parents'
expectations. Also, the Straits Times has continually published articles indicating that
there is an increasing number of children in Singapore who are getting help from
psychiatrists and that the psychiatrists have warned that this trend will continue if the
children •s stressful environment does not change. Another concern for many
Singaporeans springs from young students committing suicide over their grades
especially their PSLE results (Ting, 200l;Yeo, 2001; Lau, 2001). Further research is
necessary to detennine the causes of this situation in Singapore.
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V.

Organise programs for parent• and teachers to detect early signs of
stress and depression in young gifted children
Parents and teachers should be educated to detect early signs of fatigue and

stress in young children. Several researcher$ have tried to discover situations,
experiences or characteristics that increase the likelihood of a child committing
suicide (Blumenthal. 1990; Davidson & Linnoila, 1991; Pfeffer, 1989). Some

possible areas of preventative action could be educating parents to provide more
personal attention to students and to teach their children to accept failure; organising
support groups for parents with gifted children~ and increasing resources for parents.
A top student in primary 4 who was unhappy with the stressful life she was

leading as a student wanting to excel, committed suicide in Singapore. The state
coroner John Ng in his verdict of suicide stated that there is an impelling need to
educate young children to Jearn to accept failures and disappointments, especially in
relation to their academic life, since it is part and parcel of growing up (Lau, 2001).
The student had spoken jokingly to her friends that she would kill herself if she did

not do well in her first Higher Chinese examination. She had expressed concern to
her classmate that she was worried that she had not completed her schoolwork during
the June holidays. She had also complained to her father of having too much
homework. However, she did not want her father to talk to her teacher. She had also

mentioned to the family's maid that she did not want to be reincarnated as a human
being because she did not want to go to school, do homework, get scolded and argue

with siblings (Lau, 2001). As mentioned earlier in the literature review chapter,
bright youngsters who are emotionally stressed, are vulnerable to suicide (Fleith,
1998).
The MOE should organise programs to educate parents and teachers to detect

signs of depression and potential suicide. Teachers and parents should work
collaboratively in identifying students who are depressed and who display suicidal

behaviour. If a student appears to be stressed or passes comments that indicate
possible signs of despair, or behavioural changes, teachers should notify the student's
parent immediately. The student should be observed closely and should not be left
unattended. It is important for the teachers, in·house counsellors and parents to let the
student know that they are all concerned about his or her welfare. As suggested by
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Guetzloe (19&9), students who are considering suicide as the only option or who are
deeply depressed, might misinterpret failure to respond, as a lack of caring.

The GEP teachers appear to be trained in observation to a certain extent and
they also seem to recognise the importance of observing young gifted children
closely. However, in the study reported here, the students expressed strong feelings

of dislike for the homework given in the program, with Chinese singled out as being
too time consuming and difficult. They appeared to feel that the workload was
excessive. They also appeared to be overly concerned about the PSLE and stated that
it was unfair to sit for the same exam as the mainstream students. They set very high
goals for themselves and indicated that their greatest fear was failing their exams and
disappointing their family. Collectively, these factors add up to high levels of stress

placed on these students: a situation that requires close monitoring.
VI.

Investigate the appropriateness of the homework given to students in the
Gifted Education Program

Further research is necessary to investigate the amount and type of homework
given to the young gifted children in the program and the effect of such homework on

their motivation and creativity. Such a research investigation would detennine if
more effective use could be made of gifted students' home time in fostering their
divergent thought, creativity and learning.
VII.

Investigate the expectations and attitudes of the parents of gifted
children
The core reality is that parents are the potentially gifted children's first

educators and therefore, it is essential that their voices be heard (Haensly, 2001).

Their voices will inform, generate new ideas and suggest areas for further
development. In the study reported here, time constraints precluded the researcher
investigating the attitudes and perceptions of the parents of the young gifted children

involved. Hence, further research should investigate parental perceptions and
expectations of the current GEP on a large scale to determine the degree of
congruence between their expectations and those of the MOE, teachers and gifted
students.

150

)

VIII. Provide more independent projects In individual student• areas of
interest

In light of the fact that students all reported the Chinese homework difficult

and too time consuming, in comparison to subjects such as English and Social
Studies, consideration should be given to ways of making the Chinese homework

more creative and interesting by integrating it with English and Social Studies. For
example, students could be required to compose a poem in Chinese. In addition,
more independent projects should be provided in freely chosen areas of interest to

extend students' knowledge in an interesting and enjoyable manner.
IX.

Implement a separate exam for yonng gifted children

The MOE believes that it is necessary to provide a more enriched curriculum
that is covered in greater depth for gifted students. However, the MOE also believes
that it is important that the gifted students sit for the same national exam at the end of
their GEP in Primary 6 so as to be able to switch back into the mainstream if they are
not pleased with the GEP or experience difficulty coping with the requirements of the
program. The students and teachers interviewed in the study reported here felt that
this was unfair to the GEP students, as well as to the mainstream students. The gifted

students reported feeling frustrated at sitting for the same paper as the mainstream
students after going through a different program that is far more challenging and
detailed. Consideration needs to be given by the MOE to setting a separate exam for
the gifted children that incorporates material from the PSLE but also goes beyond it
to cover higher order and divergent thinking skills.
X.

Identify young gifted children early and provide a differentiated
curriculum tailored to their abilities and needs
The MOE of Singapore recognises that children have varying abilities and

that it is not an appropriate practice to provide every child with the same education.
The MOE also recognises that it is not fair to expect every child to move at the same
pace as his/her age peers (Ministry of Education, 20011).
According to Stephens, Blackhurst and Magliocca (1982) mainstream

classrooms might represent the least restrictive environment for several children, but
be the most restrictive environment for young gifted children. The mainstream
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classroom, which is often seen by many as the most appropriate environment for
gifted children to receive their education, ha.o; been condemned by several researchers
who have a commitment to gifted education. as a mere waste of time for them
(Moltzen, 1998). For young gifted children, social adjustment is often the most
challenging task, especially in the childhood and early adolescent years
(Hollingworth, 1942; Morelock, 1992).
Hence, it is essential that when children present

advanc~d

abilitie3 and

strengths during the early childhood years, they be provided with a curriculum that
best suits or matches their abilities, so that their potential can be maximised.

XI.

Provide appropriate teacher training for early childhood and
mainstream teachers in gifted education
During a television interview with several gifted children from Western

Australian schools, most of the gifted children agreed that the mainstream teachers
did not really focus on them, but on below average students. As the gifted sludents
indicated during the interview, what is needed is an appropriate teacher training
program for mainstream teachers, for they mentioned on several occasions, that the
teachers did not know how to identify gifted students and did not believe that gifted
students needed help ("A Current Affair", 2001).
Similarly, the data gathered in the study reported here, indicates that the
young gifted students experienced some harsh, unpleasant comments and unpleasant
incidents in their former mainstream schools from several of their former classmates
and from some mainstream teachers. All the students found the work given in the
mainstream school boring and even "childish". They had experienced loneliness and
feelings of hatred and despair in the mainstream school. One of the students had
stopped answering questions altogether and another one admitted pretending not to
kn('w the answers even when she did. This indicates that further research should be
carried out, not only with the other GEP students and teachers but also with the
mainstream teachers and mainstream students. This will assist in understanding the
attitudes and perceptions of the mainstream teacheiS and students towards children
with high academic abilities. It is also necessary to detennine if there are more
children in Singapore's education system who experience such unpleasantness.
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All the teachers interviewed in the study reported here feel that there could be

improvement in the current identification procedures of young gifted children. Early
childhood teachers and mainstream teachers should be educated by the MOE to
detect signs of giftedness in children during the early years. The GEP teachers

believed that the lack of training and provision of a differentiated curriculum for
young gifted children in the early years were the main reasons for several problems in
schools. They also agreed that early identification was possible and that it should be

introduced so as not to overlook any young gifted children.
The implications from these findings are that the MOE should ensure that all

teachers, including mainstream teachers, are adequately trained to provide
appropriately for students of all levels, so as to prevent boredom among young gifted

students who are too young to sit for the primary 3 screening test. They should have
sufficient background knowledge of gifted education and appropriate teaching

strategies for students of higher abilities to prevent undue frustration, disruption,
aggressive behaviour and stress among young gifted students in mainstream schools.
XU.

Use a combination of methods to identify young gifted children who are
too young to sit for the primary 3 screening tests
As physical, social and cognitive development in young children is rapid and

uneven, early identification is often considered to be the first obstacle, preventing
many educators from taking the first step in assisting their gifted students. Authentic
early identification requires a combination of methods such as parent and teacher
nominations, evaluations of school work that could include artistic and creative
achievements, as well as academic tasks in class; portfolios shared by parents of

children's projects at home; interviews with parents and community; and
observations of children at play (Smutny, 1999; Clark, 1997; Roedel!, Jackson &
Robinson, 1980; George, 1992).
Therefore, the MOE should seriously consider including early childhood

teachers, mainstream teachers, parents and psychologists in the selection procedure,
since the parents and the educators know their students well, and a combination of
methods would be very useful for authentic early identification of gifted students.
The findings of the study reported here reveal that the young gifted children
had positive feelings towards their teachers in the GEP program and that they
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preferred the GEP teachers to those teachers in the mainstream schools. Indeed,

comments about their fanner mainstream teachers and classmates were mostly

negative.
This implies that few of the mainstream teachers are aware of the many
characteristics of gifted children, indicating a need for early childhood and
mainstream teachers to receive training in identifying and providing a more suitable
environment for young gifted children. The MOE should invite mainstream teachers
to attend lheir seminars and conferences on gifted education. in order to deal with
children who display signs of giftedness.
This will enable mainstream teachers to be aware of possible problems that
young gifted children could face in regular classrooms, as reported by most of the
children interviewed in this study. Appropriate methods to educate gifted students in
their classrooms will be acquired along with the need to respect individual
differences and avoid name calling, harassment or isolation of students with
exceptional abilities.
XIII. Train all teachers to detect sigus of harassment, respect individual
differences, avoid exploitation and provide appropriate role models
Respect for intellectual diversity is essential. Research suggests that "taunts"
of young gifted children such as calling them "nerds" are common (U.S. Department
of Education, 1993, p. 13). Most of the young gifted children involved in this study
were called names and taunted in their former mainstream schools. Such slurs should
not be allowed in schools, just as racial and gender discrimination are not permitted
in Singapore's schools.
The MOE should therefore:

1.

educate mainstream teachers to detect any signs of harassment and should
assist teachers to teach their students to respect, not only cultural differences,
but also differences in ability and interests;

2.

train the mainstream teachers to avoid exploiting young gifted children by
using them as a class monitor or teacher's assistant; and

3.

educate the mainstream teachers to provide appropriate role models for their
students.
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XIV. Investigate the degree of congruence between the mainstream teachers'
and the MOE's expectations of teacher roles

The gifted student infmmants in this study reported that the mainstream
teachers were mostly strict, boring, hot tempered, disliked questions being asked and
were unaware of the young gifted students' needs. On the other hand, the GEP
teachers were considered to be understanding, kind, lenient and approachable. The
MOE expects that GEP teachers should have a passion for teaching gifted children;
that they should foster socialisation; be good role models; advocate life long learning;
and facilitate the learning of all children (Ministry of Education, 1999). The study

reported here found congruence between the MOE's and the teachers' percept!ons of

their roles as GEP teachers. Hence, it is pertinent that further research investigate the
perceptions of mainstream teachers to determine the degree of congruence between
the expectations of mainstream teachers and the MOE regarding teacher roles.
XV.

Implement mixed ability classrooms or reduce mainstream class size
All the students and the GEP teachers interviewed in the study reported here

feel strongly that the smaller class size in the GEP is one of the most positive
elements of the program. They feel that it allows the GEP teachers more time to

focus on the abilities and needs of individual students. As the mainstream teachers
have about 36to 40 students in a class it would be difficult for them to concentrate

on each individual student. This can cause undue stress to the teachers and to the
gifted students.
Research suggests that age-appropriate placement is not developmentally
appropriate for gifted children and that multi-age grouping, especially of intellectual

peers, is more appropriate in increasing positive soci~l interaction among the gifted
children (Conn, 1992; Hollingworth, 1926; 1942; Elkind, 1988; Gross, 1993;
Terman, 1925; Silverman, 1989, Webb, Meckstroth & Tolan, 1982).
Hence, it is recommended that the MOE:

1.

consider the introduction of mixed ability groups to mainstream classrooms;
and

2.

reduce the number of students in each mainstream classroom.
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This will enable the mainstream teachers to divide the children into groups of
different abilities and thus be able to better cater to the students' needs. As suggested
by Rogers (1991), there are certain guidelines that teachers can use when considering
groupings:

I.

Young intellectually gifted students should be allowed to spend the majority

of their time in school with other students who are of similar abilitys and who
share similar interests.
2.

They should be grouped according to their abilities and should be provided

with instruction that is suitable to their level.

3.

They should be allowed to explore content that involves various acceleration
based options that could be offered within their ability groups or on an

individual basis.
4.

They should be provided with various forms of enrichment that extends the

usual prescribed curriculum for mainstream students.
5.

Mixed ability groupings should be organised sparingly to develop the young
gifted children's social skills.

6.4 Recommendations for Parents

I.

Parents of potentially gifted children should learn to record observations
of their children
Young gifted children do not develop evenly and they frequently display

peaks of extraordinary performance, rather than equally high skill levels in all
cognitive areas (Roedell, 1990). Parents, and even grandparents who live with the
young potentially gifted children, can assist in identifying them by providing valuable
information through long range observations of their children. This will be especially
useful in clarifying the nature and levels of the young gifted children's abilities and

helping to construct the pathway to effective educational programs and services
(Feldhusen, 2001).
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II.

Parents should encourage the development of their children's giftedness
Most parents of potentially gifted children greet the discovery that their child

might be gifted with mixed feelings of pride, excitement, and fear (Tolan, 1990).
Parents who fear that their gifted children are not emotionally balanced, might not
want to acknowledge their potentially gifted children's talents because they do not
want to be ostracised by society or called a pushy parent (Porter, 1998)

Parents need to encourage, challenge and stimulate their potentially gifted
children, for their early years are the critical period of their lives. It is the foundation
for future academic success and failure to foster a love of learning can contribute to
underachievement (Education Department ofWestem Australia, 1997). Hence,

parents should seek assistance in how best to encourage and foster their child's
giftedness.
III.

Parents should seek information and assistance

In Singapore, there are various organisations that provide enrichment
programs for children in their preschool years. Many of the young gifted children in
this study had experienced unhappiness and loneliness in their early childhood years
and had found the environment boring and unchallenging. Parents who suspect that
their child might be gifted should seek out private psychologists who are available at
NUH and at Mensa to assess their children. They should also set aside time to attend

presentations and seminars organised by organisations such as the NUS, Mensa, the
Morris Allen Study Centres and the Association for Gifted Children to acquire
knowledge of how best to support their children.
IV.

Parents should be aware of their child's abilities and should adjust their

expectations to reasonable levels
It is important to remember that young gifted children who posses unique

abilities and skills in one or two subject areas might be relatively less able in others
(Ministry of Education, 1999; Roedell, 1990). Parents should realise that scoring
straight A's in all subject areas is not the goal of the current GEP in Singapore. The
young gifted children should be allowed to work at their personal best, which is the
main goal of the GEP (Ministry of Eduction, 1999).
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Prime Minister Goh Chok Tong reported that he thought parents of children
with high ability had unrealistically high expectations of their children and that it was
the gifted children who thought that they had under-performed, disappointed their
parents and thought of committing suicide (Ng, 2001 ). Since the policy maker
interviewed in this study declined to comment on the report made by the Prime
Minister Goh Chok Tong and as the researcher did not have permission to interview
the psychologists, it was not possible to determine if there were any links between the
increase in psychological problems with young gifted children and unrealistic
parental expectations. Further research is needed to detennine if such a link exists.
Certainly, the study reported here revealed that the parents of the young gifted
children had very high expectations of them and the children were very concerned
about being the top students in the PSLE and not disappointing their parents. The
teachers involved in the study also reported parents approaching them with regard to
their children's academic achievements, even though the MOE clearly states in its
handbook for parents and educators that "lower scores may be expected for some
areas in the pupil's school work even though they are as hardworking as before"
(Ministry of Education, 1999, p. 28).
Hence, it is crucial that parents understand their children's unique capabilities
and weaknrsses and adjust their expectations accordingly, to prevent undue stress
due to unrealistic expectations.
6.5 Conclusion

The GEP teachers, who arc facilitators of gifted education, and the
mainstream teachers should view themselves as team members and work
collaboratively. Each group should value the contribution of the other to the
education of young gifted children in Singapore. Based on Vygotsky's theoretical
framework and the conceptual framework used in the study reported here, gifted
students are rapid learners. They reap benefits when they work with more capable
peers and when they receive instruction from more capable adults. Hence, policy
makers, teachers, parents and other competent peers have an important part to play in
guiding the children's progress in developing their potential in various talent areas
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and in providing a differentiated curriculum to meet their individual social and

academic needs. GEP teachers should consult with mainstream teachers to instil
confidence and to share valuable information about giftedness and relevant teaching
strategbs and skills to employ (Jenkins-Friedman eta!., 1984).
For most young gifted children, their childhood is pleasurable and fulfilling

when their environment is enriching and stimulating. They demand challenge and
derive pleasure from it. However, for some gifted children, childhood is more

painful, more isolated and more stressful because of their inability to fit in with their
age peers and because of the very high expectations placed on them (Freedman &
Jensen, 1999; Roedell, 1990; Tolan, 1990).
Hence, it is important that young gifted children are identified early and

provided with the most suitable environment that stimulates, challenges and fosters
socialisation, for "giftedness is a greater awareness, a greater sensitivity, and a greater
ability to understand and transform perceptions into intellectual and emotional
experiences" (Roeper, cited in Silverman 1999, p. 188).

If Singapore is to compete in the global arena, as suggested by the Prime
Minister of Singapore in his National Day Rally Speech 2001, the MOE of Singapore

needs to seriously consider the issues raised in the study reported here. Such
considerations include:
I.

educating the parents of young gifted children to accept their child's abilities

and weaknesses; to avoid pushing them beyond their capabilities, or
overlooking their abilities altogether for fear of being ostracised by society;
2.

educating mainstream teachers to identify potentially gifted children in the
early years; and

3.

providing an appropriate curriculum for young gifted children, similar to the
existing GEP provided for the Primary 4 gifted students.

These measures are important if Singapore is to avoid losing the nation's
young gifted children due to lack of challenge, boredom, frustration, harassment from

others, isolation or underachievement.
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As suggested by Roeper (1989, cited in Silverman, 1999) it is important to
bear in mind that:
The gifted are global thinkers and are apt to see the whole before they
concern themselves with the details. The gifted are complex thinkers
and are better able than others to discern the intricacies of
interdependence. They are concept-oriented and have an enormour,
desire to make sense of this world, to ma'iter it, and to make an impact
on it. They are also research-minded; they want to find out because of
their inner need for intellectual and emotional order. They are
interested in the past and art- very concerned with the future.

All of these characteristics lead them toward the concept of
interdependence. [tis now up to us to open the door for them and help

them make sense of these concepts. The gifted are our hope for the
future. They are our hope for the discovery and development of the
laws of interdependence, which will enable them to lead this world
toward a better future (p. 188).
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APPENDIX I.
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APPENDIX 2.
CHECKLIST OF CHARACTERISTICS OF THE GIFTED CHILD
Learning Characteristics
•

Has unusually advanced vocabulary for age or grade level

Has quick mastery and recall of factual information
•
•
•
•

Wants to know what makes things or people 'tick'
Usually 'sees more' or 'gets more' out of a story, film, etc. than others
Reads n great deal on hlslher own; usually prefers adult level books,
does not avoid difficult materials
Reasons things out for himself/herself

Motivational Characteristic:;
•
•

Become.s absorbed and truly Involved in certain topics or problems
Is easily bored with routine tasl(s

•

Needs lillie ~xternal motivation to follow thmugh his/her work tt~at initially
excites himh.Bf
Strives towards perfection: is self-critical; Is, not easily satisfied with
his/her own speed or products
Prefers to work independently, requires little direction from teachers
Is Interested In many 'adult issues' such as religion, politics, sex, race
Is stubborn In his/her beliefs
Is concerned wilh right and wrong, good and bad

•
•
•
•
•

Creativity Characteristics
•
Is constantly asking questions about anything and everything
•
Often offers unusual ('way-o:.1t'), unique, dever responses
•
Is uninhibited in expressions of opinion
•
Is a high rislc-taker; is adventurous and speculative
Is often concerned with adapting, improving and modifying institutions,
objects and systems
•
·•

•
•

Displays a ~een sense or humour
Shows emotional sensitivity

Is non-conforming; accepts disorder; is individualistic; does not fear being
different
Is unwilling to accept authoritarian pronouncements without critical
examination

Leadership Characteristics
•
•

•
•
•
•

Carries responsibility well
Is self confident with children his/her own age as well as adults
Can express himself/herself well
Adapts readily to new situations
!s sociable and prefers not to be alone
Generally directs the activily In which he/she is involved

(Based on research compiled by Dr J Renzulli)
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APPENDIX 3. INFORMATION LETTERS AND CONSENT
FORMS
Appendix3.llnformation Letter to MOE
An Investigation of the Perceptions of the Policy Maker, Teachers,
and Students of the current Primary 4 Gifted Education Program in
Singapore
Dear,( ........................................ )
I aro Veeraroangai Arulselvi Muthiah, a Singaporean who is currently studying at

Edith Cowan University in Western Australia. As part of the requirements for the
Award of the Bachelor of Education (Special Education) with Honours, I wish to

investigate the education of Gifted Children in Singapore with particular focus on the
young gifted children. This proposed research seeks to investigate policymakers',

teachers' and the students' perceptions of the current Gifted Education Program in
Primary 4 in the Singaporean context.
The result of the proposed study will aid the understanding of Policy Makers in

Gifted Education of teachers' and students' perceptions of the current Gifted
Education Program in Singapore. It will also assist parents of Gifted children to
better understand the current Gifted Education Program in Singapore. Implications
for future practice may also be drawn from the perceptions of young gifted children,
as to whether their needs are being met and their attitudes towards the current Gifted
Education Program. Finally, this proposed study will clearly articulate the roles of the
Policy Maker and teachers in the Gifted Education Program in Singapore and the
results of this study will provide important knowledge to future gifted education

teachers as well.
I would like to come to Singapore personally to conduct some interviews with the
Policy Maker, teachers and gifted c\iildren in the Primary 4 gifted program at a time

and place of their convenience. \Vith their consent, I would like to tape record the
interviews to ensure the accuracy of my recording. The participants will also have the
right to validate the tapes upon request and the tapes will be destroyed at the
conclusion of my study. Any photographs of the children's creative work will only be
taken and included with their parents', school's and children's approval. Participation
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is purely voluntary and participants retain the right to withdraw from the study at any

time.
All participants will also be assured of confidentiality and protection of their rights in

the study. For maximum assurance of anonymity and privacy, only the participant's
first names will be used in the consent forms. Pseudonyms will be used in the
reporting of the data and the real names of the schools will not be used.
I realise that I am asking a lot from the participants but I sincerely hope that they will
consent tQ take part in the study. Not only will they be helping me, but they will also
be making a valuable contribution to the gifted education field.
I would truly appreciate it if you could kindly infortn me of anyone I am supposed to
contact or get approval from in order to conduct this study and if there would be any

restrictions for me to conduct this proposed study in Singapore.
If there are no restrictions, once I have obtained Ethics Clearance and my proposed
study has been approved by my University, I would like to come to Singapore
personally and conduct this study sometime between the end of July and August with

the participants' consent. Should you require any further information regarding this
proposed research, please do not hesitate to contact me at this e-mail address:

Thanking in anticipation.

Yours sincerely,

Veeramangai Arulselvi Muthiah
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Appendix 3.2 Information Letter to Principals of Schools
An Investigation of the Perceptions of the Policy Maker, Teachers and Students of
tile cu"ent Primary 4 Gifted Education Program in Singapore
Dear,( ........................................ )

I am Veeramangai Arulselvi Muthiah, a Singaporean who is currently studying at
Edith Cowan University in Western Australia. As part of the requirements for the
Award of the Bachelor of Education (Special Education) with Honours, I wish to

investigate the education of Gifted Children in Singapore with particular focus on the
young gifted children. This proposed res~arch seeks to investigate policymakers',

teachers' and the students' perceptions of the current Gifted Education Program in
Primary 4 in the Singaporean context.
The result of the proposed study will aid the understanding of Policy Makers in
Gifted Education of teachers' and students' perceptions of Gifted Education. It will
also assist parents cf Gifted children to better understand the current Gifted

Education Program in Singapore. Implications for future practice may also be drawn
from the perceptions of young gifted children, as to whether their needs are being met
and their attitudes towards the current Gifted Education Program. Finally, this
proposed study will clearly articulate the roles of the Policy Maker and teachers in
the Gifted Education Program in Singapore and the results of this study will provide

important knowledge to future gifted education teachers as well.
I would like to talk to some of your school's teachers and children from the primary 4

Gifted Education Program at a time and place of their convenience for about one
hour. I would truly appreciate it if the teachers could kindly pass the consent forms to
the parents and pass them to you for collection. With their consent, I would like to

tape record the interviews to ensure the accuracy of my recording. The participants
will also have the right to validate the tapes upon request and the tapes will be
destroyed at the conclusion of my study. Any photographs of the children's creative
work will only be taken and included with the approval of parents, schools and
children. Participation is purely voluntary and participants retain the right to
withdraw from the study at any time.
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All participants will also be assured of confidentiality and protection of their rights in
the study. For maximum assurance of anonymity and privacy, only the participant's
first names will be used in the consent forms. Pseudonyms will be used in the
reporting of the data and the real names of the schools will not be used.
I realise that I am asking a lot from you and the participants but l sincerely hope that
consent will be given to conduct this study. Not only will the participants be helping

me, but they will also be making a valuable contribution to the gifted education field.
I would truly appreciate it if you could kindly inform me if there would be any

restrictions for me to conduct this proposed study using some of your teachers and
children from the Primary 4 Gifted Education Program.

If there are no restrictions, once I have obtained Ethics Clearance and my proposed
study has been approved by my University, I would like to come to Singapore
personally and conduct this study sometime between the end of July and August with
the participants and your consent to talk to the teachers and the children. Should you

require any further information regarding this proposed research, please do not
hesitate to contact me at this e-mail address:
Thanking in anticipation.

Yours sincerely,

Veeramangai Arulselvi Muthiah

i

hl
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Appendix 3.3 Information Letter to Parents
An Investigation of tile Perceptions of tile Policy Maker, Teachers and Students of
tile current Primary 4 Gifted Education Program in Singapore
Dear,( ........................................ )
I am Veeramangai Arulselvi Muthiah, a Singaporean who is currently studying at

Edith Cowan University in Western Australia. As part of the requirements for the
Award of the Bachelor of Education (Special Education) with Honours, I wish to

investigate the education of Gifted Children in Singapore with particular focus on the
young gifted children. This proposed research seeks to investigate policymakers',

teachers' and the students' perceptions of the current Gifted Education Program in
Primacy 4 in the Singaporean context.
The result of the proposed study will aid the understanding of Policy Makers in
Gifted Education of teachers' and students' perceptions of Gifted Education. It will
also assist parents of Gifted children to better understand the current Gifted

Education Program in Singapore. Implications for future practice may also be drawn
from the perceptions of young gifted children, as to whether their needs are being met

and their attitudes towards the current Gifted Education Program. Finally, this
proposed study will clearly articulate the roles of Policy Makers and teachers in the
Gifted Education Program in Singapore and the results of this study will provide

important knowledge to future gifted education teachers as well.
I would also like to talk to your child about the current Gifted Education Program in

Singapore. With your consent, I would like to tape record the interview to ensure the
accuracy of my recording. Please be assured that you have the right to validate the
tapes upon request and the tapes will be destroyed at the conclusion of my study. Any
creative works done by your child may be photographed to be included in the study
with the approval of your child and yourself. Participation is purely voluntary and
you retain the right to withdraw from the study at any time.

For maximum assurance of anonymity and privacy, only your child's first name will
be used in the consent forms. Pseudonyms will be used in the reporting of the data
and the real name of your child's school will not be used.
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I realise that I am asking a lot from you and your child but I sincerely hope that
consent will be given to conduct this study. Not only will you and your child be
helping me, but your child will also be making a valuable contribution to the gifted
education field.
Should you require any further infonnation regarding this proposed research. please
do not hesitate to contact me at this e-mail address:
Thanking in anticipation.

Yours sincerely,

Veeramangai Arulselvi Muthiah
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Appendix 3.4 Consent Forms to the Policy Maker, Teachers, and Children
to Take Part in the Study
An Investigation of tile Perceptions of tile Policy Maker, Teachers and Students of
the current Primary 4 Gifted Education Program in Singapore

Consent Form
I ............................................. (First Name) have been infonned about all
aspects of the research and all queries regarding this research have been answered to
my satisfaction. I hereby agree to participate in this study. I understand that all

information will be treated in the strictest confidence and that anonymity will be
maintained. I also understand that I am free to withdraw from this study at any time. I
agree that the research data gathered for this study may be published as long as I am
not ide.,:ifiable.

Signature of Participant--------

Date-------

Signature of Researcher--------

Date _ _ _ _ __
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Appendix 3.5 Consent Forms to Principals to Interview the Teachers and
Children
An Investigation of tire Perceptions of tlze Policy Maker, Teachers and Students of
the current Primary 4 Gifted Educatioll Program i11 Si11gapore
Consent Form
I ............................................. (First Name) have been informed about all
aspects of the research and all queries regarding this research have been answered to
my satisfaction. I hereby agree for the researcher to talk to some of the teachers and
children from the primary 4 Gifted Education Program in this school. I understand

that all infonnation will be treated in the strictest confidence and that anonymity will
be maintained. I also understand that the teachers and children are free to withdraw

from this study at any time. I agree that the research data gathered for this study may
be published as long as the teachers, children, school and I will not be identifiable.

Signature of Principal _ _ _ _ _ _ _ __

Date-------

Signature of Researcher-------

Date _ _ _ _ _ __
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Appendix 3.6 Consent Forms to Parents to Interview their Children
An Investigation of the Perceptions of the Policy Maker, Teachers and Students of
the curre11t Primary 4 Gifted Education Program in Singapore
Consent Fonn
I ............................................. (First Name) have been informed about all

'•spects of the research and all querie5 regarding this research have been answered to
my satisfaction. I horeby agree to allow my child ............................... (First
Name) to take part in this study. I understand that all infonnation will be treated in

the strictest confidence and that anonymity will be maintained. I also understand that
I am free to withdraw my child from this study at any time. I agree that the research
data gathered for this study may be published as long as my child is not identifiable.

Signature of P a r e n t - - - - - - - - - - Signature of Child - - - - - - - - - - Signature of Researcher----------

Date _ _ _ _ _ __
Date _ _ _ _ __
Date,_ _ _ _ _ __
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APPENDIX 4. GUIDED INTERVIEW SCHEDULE FOR POLICY
MAKER

B:tckground Inf.{!!Jllatitm on Po1icy Maker

(Please note l.hat your finll n:mt(~ is sufficient ond 1>scudonym will be used in
rcpDiting).

1. Pnrticip:lnt' s mune:

2,· 1\g,c:____ ,..........
:~.

N;~tionality:.__ __

_

4. Lnngungcs spoken:_______,_ _____

5. Years :md,t)'Jle

or c.xpcricncc in gifted ctlu~ntion: ~--..__,··----·-··

Highest cducnrtonallcvel: _ ,.........:... - -..~------Whnt is the nmnc or your current Jio0silion7 - - - - - - ' - - '
-

How loi\g hnvc. youl~en in this pn:;iticm in MOE'!· - - -- -- -

6. Is there onything·clsc t.lbuut yourself that you think is important?
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Appendix 4.1 Semi-Structured Interview
Guiding questions for policy maker
.Quidin!LQy_estion~

for Policv Maker

I. What does your role in the_currclil Gifted Educ~ttion Pro~am-involvc?

7..

I know about ~he Priniary4 Gifted Educ;-,!lion Program in Singapore. Tell-tile

ubottt d\HdreJdlCfo~ this age. l<> ruty special provision made lbr.them?

- ----··------------------------------------------~--------

3.

What.about'pnrcnto; \vho susll'.:ctthatthein:hild is gificd in the very .:nrly year:;?

Do you have nn'tttJ>our~sllnfonnniion for them?
'~•

How ~'·oulll very youn~ gihcil chiltlnin be idcntit.cd?

5. Whut nre.the niJ_ns of ~he Glflcd Educmiou Program in Singapore?

6. There hus l!ecn.some media coverage Qf stressed children in Singapore. What do

y(lu think about litis?

------·----------7. Thc.Prime Minislcr Goh Chok l'ong wn.ucpor!cd ns saying rhut ~'Oiile·giftcd
chilc.lrcn fl;!lt lh;~t they had mtdcr-pcrf\)mietl und thul they hud l~t down their
purcnts nnd thought of conmlitting $llicidl!. He .fnrlllCI' udctcd that some par~nts
hnd very hip)l cxpc<:tation~ of the.'«: chiltlr.:n. Whnt do you think nbout tliis·rcport'!
Do ymdmow (\f :my counsclliri& programs tor I IIese children?
~-----

--··-------------..,..·-----· ~ - -··----------~-------

AP~ROVED RY
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8,

00¢S tllc Gifted Education PtogrJnrcuter lor the children's .soci:.d/ crnolion:ll
clc\'l:llopn1cnt? lfso, how?

IJ.

Doth~

children in the pwgrnrn do :my project work?

! 0. What about ctukhrncnl?

I .1. How me teachers for the Gifted Education Program .selected'!

12. Do the teachers have any special qu:llitics or receive any spcciiiltmining?

13. What ulitmt carly childhood teachers and regular clnssroom tc:&chcn; of. cbildn:n

under 9 ycars'tWould lhcy know how to identify gifted children?

14. Arc. pnrcnts infOnllCd or their chi!drcn•s giftedness? lf so. how?

15. Once a child bas been selected !or the .gilled progr;~m, are the parent.<; given ru1y

bricfihg?
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APPENDIX 5. GUIDED INTERVIEW SCHEDULE FOR
TEACHERS

l}ac!mround Information on Teacher:> and their Schools
(f1!t.'t!Se note·Ulnt your lir.;trHII"Ile i:; ~unici~:nt ;;md pseudonym will be used to tl!pluce

you1· nam~: <~14.1 a tilallc up name: will be t:i\'Cn to rio"! pia::~! the real name of your schilQI in

reporting).

...

l'articipanrs name:

... Name of school:

""·

J. A••e-:
;I
- - - - ·- - -·

·1. Nnlionalily:
5.

L::ngm1~cs spoJ.am:

(>.

Years ~md type of ilxpericncc in gifl<•d ~dtlca1ion: - --- -·-·- ·- -·-····-··-·· .......

8. WIHU is ~·our current po;;ition'l ---···- -· - - - - - - <J. l-low lone have you been in this

position·~

_ _ _ _ _....__ _

10. How were you ~electe-d ror this poshil)n'! ---····--·-··· ..•. ·----·
11. Did ynu hn\'c any !raining prior to bccomi11g, tt t~c.hcr in this prozram'l

12. !ryes, can you ple;l$e imlicatc whcr.: you tL~cin:d this tr;~ining'!

- - - -- - - - ----·-··--·-··--··
13. Whtll

w~

the durnlion orthc lrainirtJ;'!
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14, How useful has che tmining bt.>cll in r~:hll ion to teaching gilied childnm'!

- - --·----·-----15, Whnlsubj-ccts do you l~ach"! - - - - - - -

16, HCl\\' tntlll~' yifl~d childr.:rt do you

hll\'~

icl ~·our ci(ISS? _ _ _ __ _

17, Total munbcr of children in your cln.ss'f -·-------~II( What is the ;1\'Croge- lllllllhcr or childr~n Ill \!roch class in your schuul't

llJ. How numy gillcd cducntion teacher:> am th~r~ in your school'/

·:w. Is thcr~ :my other information rcgurding yc>ur program or school lhat }'Oil think I
should know ;ahoul't
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Appendix 5.1 Semi-Structured Interview
Guiding questions for Teachers

Ouidin!t 0Licslions for ·1\:achcr.~

l. \VlHlt is your role in tin: current Oitlccl Education Ptogrmn in Sinunporc·t

·----~-------- ----·-----·---·-·

:!. WhaL !Ire )'O\li' aUi1ud~s nml vn!ues townrds thcou!rCII1 Gincd

E<lucatio.~l

_________________

~...._

-- -· -··· -··· --~-------'--

3. l'lm1• dill )'OIJ b;:comc i11l~rcs l cll in thi s Jll·ofossion'!

·1. I low were you sclectl!d'r

5.

Wh~1t

do you think nhontlhci :-;dl.lcliOIIJ)WCcdur..:']

.·
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6. Do you bclie\•e that youu!-\ gilit:d ~hildr-:a have special ne..xl$'!

7. Wlmt do you think obouL c:11ly ith:ntilication of ginetl ~:hildrtn before the Jltim;uy
3 scrccnitlg l1!.'1fl

- - ··--·- - - -- - - ll. · What l.ld\'icc woulif you give to
thc.i~

!),

pm~ms

wlto wcrcllot sure ofh<>w I() cor~ whh

child's gifilldness'!

All! the !):JfCill:t

or lltll gilkl.l.:hildrcn in\'OIYctl in the Sdti}OI! t\te llll!fll any

JlU~I!IIHcachcr 111\lt.!lilli)S,

t;nthcrings ttnd so on to cucou.rnge Jlm'Cnl p;~rticipa:irm'l

I(), Whnt do yuu thil\k i:; m~:~slunJ)ort;mt lbr the c:'{ccptionolly ahltlt:hild to team

flom chis progrllllfl
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I I. What. IYJICS of :u:lil·iti.:s ,,ro currently cmri~d .mr to encourage :sodQl intcmciion'!

- - ----"·-- -- - - · ·- -·-

- -----·-··-- --..- - - --

-

·-

--·-··-·---- · -- -- -12. Whot t.lo you think ur~ the mh·antnzcs ;md dis:td\":Ultage5 of this prol;ram'/

_________ .. ___
- ------ - ----··-··----- -- ·13. How ~alisfictl urcyou with the current Gifh:d

Educ~tion

- - - - - - ···-- -----·-

Progrnn1 in Singapore!

..·---- --------

- - - - - ·..···-·14. How do you feel about th.: current identilic:ttion procedures'? What ollu:r
m~thods

do you 1l1ink could be usc1l to idemify the gift~d childr~:n'/

- - -- - - ·-·-···"""'"'· - -

--- -

---------------- - - ··- ---I.$. Do you feel pressured by the gificd c h i ldr~n Ql :Ill'! 1-la\'C)OU C\'CT felt
intimidated by them'!

---------"-..;;.;._--- - -- - ·· - ····- - -- -

-
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16.

I~

thcn:nnything ruu wo11ld tiki} lo O:(llllllli!ill on ahoul the current Gifle<l

ci!ucnliOJl l'rogram'!
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APPENDIX 6. GUIDED INTERVIEW SCHEDULE FOR
STUDENTS

RJtckground lnl'brmn!ion on Children
(Piila.w note that your first

nnm~ is su!licient

and your r~al.narnc win not be \1St.'<! in

reponing).
l , J)anici(>nnt's name: _ __ _ _

3. J\g(~:--··--

•I. Nationality:___ ·- 5. l.augm1gi.'S $pokcn:_ __ ···-··---- - - Ci. Wlmt

urc yuur inlercsts'!

7. Are you working on uny projt.'(IS .11 the momt.1lt1 Tell me about them.

!1. Which is your f:L\'t\unlc subject in school'! Why't

~··

Do you like rcudin:; hooks',' Wh~1t son of l10oks im ~:rcsl yvl! the mosi'l Why'? Who is

your liwi1urit~ ;~Uthor'l

191

I(), How many 1111!11\UCCS nrc llu;r~ in your nunily'l
----------·------~--- ·--------

_______

__________

,,,_,

11. ts there llll}'lhing cl~o lhnt yau

woulc[ like lo !cllm~ :tbout yoursclr/ (\Vhn1 yc1u likcl

di~liko CIC·.)

APPROVtD BY

!

h·y Chn:t r.:cl; Ylill!\ (1\11!0:;)
tl>=lrd, IJ.,tn Arlminlstmlinfl 3
0:1111 ,\dml•ri:o.ll'111l11n c.~ nlrc
Mlrll:.Hy ui f!lllr..:;•1i1111
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Appendix 6.1 Semi-Structured Interview
Guiding questions for Students

Dltidinor Onesfions ·for Children

------ -----·--·-·--····-·····

· - · ·-

.., What do you disliJ;:c •nost?
----~----·- · ····· · - --~----"""------.-.......-

- - - -- · - - - ---·-··-·--·-·----·-------·- __ __
,

.,

___..

___ ·---

3. Now i.lo you fecl'about yourself~
----- _..

______ ·- - - -

-----·-----·-- - - -- ---4. Wl1o arc pmr rricnds'! I)ClitJibc them.

-. ·----·- ..

····-···~~-----

--- - -- - - - ·-----·..-·-·--·-·--- - - -- - -

5. Do you belie\'C 11131 there is ;!;OIIlclhing
·---:~___,,....--.,....--·

________ .......

spcci~!

---.. -· ......

aboul yt)u'!

_______ -· - - - - -- --

··----~-----

..,....-- - - -- -
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6.

lh~'c yo11 cv~r

felt left out 01

l0nd~ '/

Can ~·ou dl:l>cribC! th:: incident that made

you feel like that'!

7 Wlml do you do when you come home lir:St thing from schoor!

:.i. What are your fc.>elings towmus homework'!

'). \Vlmt do you like nboulthc Gifl~ Etlucalion l'royrnrn in rour school'! Wh)'!

l 0, Wlml clo you di31ike nhout 11'/ Wh~~~

All~ROviD BY
vy

r

Chml

l& !Mi!t'S)

~ tc;:l.l. n~t:u\drnii11~:Mfnr, 3
1),1!:\

Aciml'iblr.lthm

C..:mr~

Miul~lry of F.c!ct!.l!ion

,.
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I J. Did you do any proji.'Cl work in the 11rogrmn'l Cru1 ~·011 tlcscribl! it'!

- -- --'....:.-- - - --------··-·--1:!. What i!i your lhvouritl! subjc.-:1 inlhe pmgrnrn'.' Wh~'t

13. Is lln:re 1\ sul~jc~t tlmt }'Oll dislike thil mo~l'? Why'/

I 4. 1-lmv do >'OH fuclnhc)lll C)(mns·J

·--------

______ ..
,

_______
---'--~-----------

I 5. How do you lcel abnul tlu.l lcnch~:rs i11 thu (iillcd Education 11rogrmn'?

-----·-·------- - - -
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l (,, How uo you feel about the K'{l<:hers iii Lhe regulnr ..:lussroonft

I 7. Is then.: tlll)'llting else you W(IUid like Ia shar..:.nbonl lhc Giff~>U

Edu~.::tion

Prosmm·r

----------·---'----'--

--

- ·--
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APPENDIX 7. APPROVAL OF THE MOE
MINISTUY OF HOUCATJON

Roblnwn Ro:.II'.O.llo.' 746
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Slllufn~<~fl~hkl:t\ISil»t..,.UV.Ill_

l~I)UN

N32·07.(J()5 Vol. Cwl

Rcq1scst No.: t1QJOJ65

16 July 200l

Ms Vccmmtmt;oi i\ruise!vi Muthinh

lllk 323 Junmg l!nst St. 31
1/02·212
SingoJlorc. 600323
Dcm· Ms Al'nlsclvi
S1'Uf>Y ON 111\N INVJl!STIGA'I'ION OF1'JU.: l10l.ICY ~t\Kf.US\ T~ACJl(';J~', l'AIU:N1'S', S:
STUOF.NTS' l'~UCI·:I'TIONS Oil Til~ CIJlllmNT l">IUMAltY 4 GIJi' TJm Er>UCi\TfON
J11t0CitAM IN SINCAI'OJU•:"

I refer 10 your ll[)llllcutlon ll!ucr u~1cd 11 July 200 I n:ltlu:~tin~ fc>r nppro\'nl to collect dul:i frutn

schools.
2
I am plca~crl to inform you Uwtlht: t\·tiniscry hns no obj~-ctiora to your request 10 conduct rc:;curcn
irl3 l'rimory scJ1nuls. Plc-<~S~ usc th~ ~llnch~d h:ncr, including Annex A and lhe apprcw.:lf qu\'slionm,irc
Ill s~~k UpllTO\'ul from the print:ipals nnd during octu:Jl sur\'cy.
3

Please obscn•c the fotlowiti~ ct>nditions ofotppnw;ll fi•r comJucling sunocy in schools:
o) -adhere to the nJIJlrtlvccl ~S¢<rtv.:h prop~sal;
b) not to publish your finding:> without clc:~rmtcc from lhc Ministry <l rEtluc:rticm;
c) m!lkc s~rc tliatthc schools' particiJl:Llion in thll rcsc:m:h h:wc been rccr)rc.k'(l in
.1\nnc:-; A.
.

PlllllSC ockiiO\\'k-dsc rct:cipt of this lctl~!r by contacting lvlis~ Sulaimuh nt Tel: 7762921 or
8796073. Alll:nmtiwly, we can 11lso be rc:;u:bcd al any of the c-m11il uddre5S4::> at th1: lop
right hnnd r.:omcr of this \ellcr.

4·

llJ)'~clf 11t Tel:

Yours sincerely

lry
\"oog (M•)
Head, Dlltnt\<lminlslmHon 3
lJnln t\dlllinistrntion Cc~\lrc
for !1ERMANUNT SI!CRETARY {EDUCATION)
ICJ}~MIMI.'j6l~

J•ubllc ~tv lee lor th~ ~he Ct:ntur)'
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MINISTRY OF EDt/CATION
ltcbin."'" llllotll'.D. llo• 74L
Tclq>liUDO: &nlti O

I NORTIIIlUONA VL~TA DKI\'6
lll!67S

SI~'Gft.NlRE
li~J·UOI.IC

f~alnllJe: n~Sli2G
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CS·WIItlc~: fiVTUJ6
Colo!C: ~IToUC11110:N•

lntm1ot 1\ld!tn:
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l~tehltl omcc e-t\151! flduffl~:
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l'tiSOII~t-...lmil O..sdi\,'S:It

1:\• nuili·l ••y_Ciwi/i't~.~~w.."

5uto !nl:lh~Ukcm9!'rrl00.~•~·.1~

EDUN N.32-07-00S Vol. 64

RetlllCSl No.: RQ/0365

16July 2001

To: Principals ofPrimrn'}' Schools
STUDY ON ..AN lNVESTJG:\TlON OJ• nm J,OLJCY MAKERS', 'J'EACilEUS\
PARENTS', & S'I'(JDENTS' l)ERCEPTIONS OF THE CURRENT PRIMARY 4 GIFJ'ED
EDUCATION PROGRAM IN SlNGAPORI~"

The Ministry h<1S no objection to lhc research proposed by Ms Vccrnmung::ti Arulsclvi
Muthiah, :m Honotrrs student in Spccinl Ethtctltion at !!dilh Cowan Univcr:;ity, You may
decide wltcthct or·n.ot to allow her to comluct the research in your schools. lfyo11 do, plca.<;c:
i)

ensure tlml the ap}lr•wcd research proposal including q\lcstiunnairc (se-c ultnchcu) is
udlu:rcd to;

ii) infom1 yom· tcnchcr~fpnpils that pnrtictpmion in tile study is vohmtury nnd thr.y
need not pmvidc nny sensitive infonnntion (e.g. numo nnd NRIC No.);
iii) record your schools' pnrticitllllioll by completing tho form us shown i1\ Annex A.
If you require uny cllnifications, plca~c cont:tcl Miss Sulairnuh nt Tel: 7762921 or
my:;ulfnl TI)J: 8796073. Thank you ror your co-operation,

2

Tvy

Yong (Ms)

Hcud, l)ntn Adrninislrution 3
Dn1:1Admini~lmlion Centre

llublil:' s~rvicc for 11~t 21 Sl Cen1ury

.·
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APPENDIX 8. CHILDREN'S 'ME' BOXES
Appendix 8.1 'Me' Box ofPA-1
Appendix 8.1.1 Writings on the Outside of the Box

..
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Appendix 8.1.2 Writings on the Inside of the Box
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Appendix 8.2 'Me' Box of PB-3
Appendix 8.2.1 Writings on the Outside of the Box
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Appendix 8.2.2 Writings on the lnside of the Box
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Appendix 8.3 'Me' Box ofPC-5
Appendix 8.3.1 Writings on the Outside of the Box
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Appendix 8.3.2 Writings on the Inside of the Box
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Appendix 8.4 'Me' Box of P A-2
Appendix 8.4.1 Writings on the Outside of the Box·

~~st:l?~
- :I''M a " c::.vicJ rqac:Jer.
lo~

- I

+<>

~d

ond

.-.:2<:1ol nzcel

cl ...

~ -n·""(?.

- r

ri~

m;

Clan plo.::l +-he? p i a n o

~II .

":oti-Qr .SOs>

14 ~

-

-i+ot

n:?acJ,~ a"Cl plq~;~
+"a p •ano C<"Q rn~

bG~<?S+ stn?r~l-.s.
-tW:>+ :I s-tor+e::J

- :r+

_.,.,s

-1o ~ ord p lo.::l -t\,Q
plana ....:>1-.Qn :I: ~:l
jus+ 3 yt<t<l3 old.
H.!j \Nc2QI::n<2SSQS :

- J:',.,..,
~

ra+h(?r ~q 1::

Chi"C?S(?

n<2Gd
-

+o

;,.,-,pro~,Q

J: hc:>t-Q +o c:IQ

- :r hc::>-lt? +o
~ .. -t+lar1
s+o':::l bool<::!. •

In

and ;r

do

i+.

~

a&'"S

~'"!?ad

..-c2QClQ .. :.

d:_g<:?s+ , C~i+li'":5 I
a:::-n 6<?-t" ~ 1--,o nd~
- I

fOOl

t+>Q+ ~ ; s

l

o..., .

;s

205

Appendix 8.4.2 Writings on the Inside of the Box
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Appendix 8.5 'Me' Box of PB-4
Appendix 8.5.1 Writings on the Outside of the Box

1?/\CI<GiR()lJND

INFORMATION
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Appendix 8.5.2 Writings on the Inside of the Box
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Appendix 8.6 'Me' Box of PC-6
Appendix 8.6.1 Writings on the Outside of the Box

209

Appendix 8.6.2 Writings on the Inside of the Box
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APPENDIX 9. THE ENRICHMENT MODEL

Greater depth and breadth
Interd isci plina rity
Mora l and ethical

issues

PROCESS
Higher level thinking
Activity-oriented
Learner-centred
Inquiry and discovery approach
Problem-solving

ENRICHMENT
OF THE
BASIC SYLLABUS

PROQUC"Ji
Hlgh~level thlnking
Creative expression
Varied fOrms

LEARNING
ENVIRONMENT
Plwstcally conducive
Lea rnero{;entred
Provides (or physical mobility
Out of class/school experiences
Intellectually stimulating
P(omotes curloslty and rlsk-taklng
Openness and tolerance for
ambiguity
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APPENDIX 10. THE ORGANISATION CHART FOR THE GE BRANCH

•
Construct and administer tests to identify pupils, develop curricula
forGEP pup1l$, select and train teacMrs conduct research and
evaluation and organise special programmes ror GEP pupils.

I

I

I

Implement and moMor Che pomaty GEP & the
implementation of the enriched curriculum, supervise
re$eateh and eva!uat1on and the con$1Ncl1on and
administration of tests to seleCI pupils ror the GEP.

Implement and momtor tlle secondary GEP &
Ule implementation of Ule enriched curriculum.
supervise the tra1n1ng of GEP teachers and the
special programmes organised by the Branch.

I

l

T

~

I

T
Senior Gifted Educalion Specialists

I
Gifted Education Specialists

I

I

SOGE

I

CSOGEs
TO

oso
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APPENDIX 11. THE GEP BROCHURE FOR PARENTS AND STUDENTS

Why Is there a programme for the gifted?

no m•s.S~on olllle oduca110n seiVice In S•ngapore IS to mou:d the
lulure of the nol•on. Wo oro com milled to dovolop•ng U1e d.verse
ta!cnts and allil.llcs or our pup•!s lo bnng out ttla bast in 1hom.
Research has stlown that 1 to 2 par cant o11110 populal:on ts
!rltclloctu~Uy gifted and thai such reamers have dille rent needs
compared wrth th01r peers. If !hose rntel'eclually gifted lea rr.ccs
are lo reailso their full potential. tho school curnculum must bll
dos•gncd lo maolthelr needs.
S•nce 19S.:.the Golled Educal1on Progrnmm& (GEP) has been
sorvrng tho nnnds or lnlellcctually gdted pupils tn Songaporc.

:\lin bel) or Educ:rtinn. Sinl!"Pn"'
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How does the GEP help pupils develop into well-adjusted
individuals with a commitment to society?

What does the GEP seek to do?
The aim of the GEP is to equip pupils with
lhe intollectual skills and attitude-s necessary 1o cope witll tho cllallenges of a fost·
changul g soclety. 11 Blso soaks to develop
tl'lclr abilities and Yaluas so lhat thcy will
be al tl\o forejront o f chang-o and progr~ss.
working lor tho ballormo•11 ol society.

The GEP seeks lo help pupils become weU·adJuSte<f and responsible •r'ld1v1duals
through the following:

Ci vics and Mo ral Education

and Pastoral Care
•

oxplorahon of issues

cmd r espons ibilities
lacing giftC!'d pupils

Tho goats olthl't GEP nro:

•

to dovolop hlohor lovol think·
In[) procossos cornmensumto
with the chflcl's lntclroctual
abilily

Community
Invol vement

Programmes
• SCIViCO tO

others

• discur.slon of
personal.
moral and
elhical

• r<J s1~9 funds

for the less
ronunare

iSSU!lS

• Inculcation
of whole·

• cartng for tr.l:!
schoolandthc

en••uonment

SOffi!l

•

to nunuro creathre productiv11y

•

to devclop sk1lls. processes
and aUituoes tor sclf·diroclod

values and
Dl hludos

li lel on~

•

lcmnlng

lo enhance tho child's S431f·
conccpl ond aspirations for
soll-fullilrncml

• to oncovmgo l11o doyotopml'tnl of o soc,fll conscianca
and (1 sonso of commhmonl to
contril>ulo to soc•oly
•

• exp!lnonc.o
or working In
gro\JPS nntl lor

• counscllil'g of pupils
by teaellers anu by
counsellors allactlcd to
the G •l1ed E ducat1on

Branch

olhors
•

In fu sion of national
educnllon vnlues In the curriculum

• pupil intemcllon In small groups
laclllratod by tho reacher

to deVOJOp JOadOrStllp CJUfllltios

214

How does tho GE? meet the intellectual needs of the gifted?
The GEP seeks to meet I he lnlellecMll needs oltho gll1od through tho prov•sion ol ;mllnnched curriculum w1thin a
slrmulating uncJ ln!emchvo onv•ronmont.

Tho Enrichment Programme
Ermchmont in lhe GEP Is buill on the regular curnculum. Tho GEP cumculum 1s dillorontfatocJ 1hrough ennchmont
m lour areas.
Content
• oxlondlng beyond tho basic syllabus In broadlh and depth
• covering more advanced topics wheneve r necessary
• Integra ling dflloront subjoct areas/disciplines
• encouraging thet irwestigalion or raal·llfo probloms
• promoling 111e exan1lna1ron or moralnnd olhical lssues m the vanous
sublect aroas
• providmg opportunllies to explore loplcs ol personal fntorest

Process
•
•
•
•
•
•
•

dove loping higher levellh.nkmg SkillS
providmg opportLu1111es lor discovery looming
pro•Jidrng for opon·ondod problem solving
teaching research skills lor independent study
varying leaching slra!oglos to color lo dUrerenl learnlng Slyles
pr0111d1ng for smalf·group acti11ilies and peer leaching
providing hands-on experiences

Prcdl•ct
• making provisions lor work to l>e presenled ,,.. a varloty ol ways nnd
10 roal aud10ncos whenever appropnolo

Ll)arning Environment
• providing a supportive and pupll-cenlrocl env.ronmont
• providing out·of·schoollearn•ng oxperi~nccs, e.g. field·trips
mentorshlps and community invol11ement programmes
• so11•ng up a slimulaling p11yslcal en11ironment
• suppor1ing nsk-laking
• encouraging curioSity. cfiiJorgel'\ce ol views anct
now ideas

Mentorship .0 rogrammes
In mentorsllip programmos. pupils ha11e the opportunity to explom tho Ir areas of fnteresl and to
work with mentcrs who are experts •n their !reid. Mentors mclude wnlers, scientists. engnHlers
and academics rom institutions of higher learning and from organisations such as tho Ministry
of Defence.

2 15

Where is the GEP being offered?
How are pupils selected for the GEP?
Pupi ls enter the GEP
ei ther at Primary 4 or at
Socondary 1.

The GEP is offered in the lo!la~·Jing schools.

Primary P~ramme
• Anglo-Chinese School (Primary)
Catho~c

•
All Primary :3 pupils are
invited to sit the Primary 3
Screening Tesl in English
•
Lan9uage and Mathama·
tics. Short-listed ptJpils then
sit the Primary 3 Sele-ction
Tesl. The Selection Test
~ compflses English Language. Mathemmic s and
General Ability Tests. From
this. ab()ut 1o o of the OOh()r1 is
selected to join the Primary 4 G EP classes. This is the matn
intake.

• )'j
i
1

High School (Primary)

_other programmes and
co-curncular activities.

• Henry Park Primary School

• Na.n Hua Pnmary School
• Na.n.yang Pnmary School
• Raflles Girls Primary SChool
• Rosyth School

• St. Htlda's Pnmary School
• Tao Nan School
Seccndary Programme

• Anglo-Chtnese School (lncf,ependentj
• Dunman Htgh School

Pnmary 6 pupils who sc:ore three or more A ·s in the Primary
School Loavlng ExaminaiiOn {PSLE) are invited to sit the
Selection Test. This allows a further num!H!t of pupils to be
selecte<l to join the GEP at Secondary 1.

GEP pupils are placed in
$pecial ci~e.s in these
schools wnere they also
have the opportunity to
interact with !heir scl-.ool
mates through va110:JS

Primary GEP pupils
sit the PSI.E together
w tth pup tls In the
maillStTeGm. Promo11on
to the second<!r'/ GEP
depends o n their
perionnanoe in tnc GEP
from Primary .: to
Pnmary 6. their attllude
towards enrichment ana
lhsr PSlE resu:ts . At

the end of Secondary 4.

·o·

• Nanya.ng Gtns· Htgh School

GEP pupils s it the
level examination with
pupds tn lhe ma:nsrream.

• Raffles Girls' School (Secondary)
• Raffles Institution
• The Chinese High School

• VtC1ona School

(g
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APPENDIX 12. THE STUDENT'S PATH THROUGH THE GEP
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• PERI=OI~.M ANCE IN PSLE
• PERFORMANC£ IN GEP FROM P4 TO P6
• ATIITUDE TOWARDS ENRICHMENT
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